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ABOUT SERVE AND THE HOT TOPICS SERIES . . .
“__

SERVE, the SouthEastern Regional Vision for Education, is a coalition of educators,
business leaders, governors, and policymakers who are seeking comprehensive and
lasting improvement in education in Alabama, Florida, Georgia, Mississippi, North Carolina,
and South Carolina. The name of the Laboratory reflects a commitment to creating a
shared vision of the future of education in the Southeast.

The mission of SERVE is to provide leadership, support, and research to assist state and
local efforts in improving educational outcomes, especially for at-risk and rural students.

Laboratory goals are to

* address critical issues in the region,
* work as a catalyst for positive change,
* serve as a broker of exemplary research and practice, and

* become an invaluable source of information for individuals working to promote systemic
educational improvement.

In order to focus the work of the laboratory and maximize its impact, SERVE will emphe size
one of the national goals established by ihe President and National Governors’ Association
for regional attention each year:

YEAR 1:  Improve Math, Science, and Computer Education
YEAR 2:  Provide Safe, Drug-Free Schools

YEAR 3: Increase the Graduation Rate

YEAR 4: Improve Student Achievement and Citizenship
YEARS:  Expand Adult Literacy and Lifelong Learning

The remaining national goal, ensuring that all children are ready to begin school, is being
addressed through a special, three-year project.

SERVE's tesearch-based publications, Hot Topics: Usable Research, focus on issues of
present relavance and importance in education in the region. Designed as practical
guidebooks for educators, each is developed with input from experts in the field, is focused
on a well-defined subject, and offers useful information, resources, desctriptions of
exemplary programs, and a list of contacts.

Several Hot Topics are developed by SERVE each year. The following Hot Topics are now
either presently available or under development:

i g
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® Appreciating Differences: Teaching and Leaming in a Culturally Diverse Classroom

* Comprehensive School Improvement

® Problem-Centered Leaming in Mathematics and Science

® Increasing Female and Minority Participation in Mathematics and Science

® Parent and Community Involvement in Early Childhood Education

® Facilitating Family Involvement for a Better Bottom Line: A Guidebook for Businesses
® Cocaine Babies: Coping in the Classroom with Substance-Exposed Children

® Using Technology to Restructure Teaching and | eaming

® Learning By Serving: Service Learning and other School-Based Community Service
Programs

® Collaborating to Serve the Needs of Children, Families, and Communities

® OQutcome-Based Education

® Preventing Student Drug Use and Violence

TO RECEIVE COPIES: To request publications or to join the SERVE mailing list and
receive announcements about Laboratory products, contact the SERVE office in
Tallahassee (address below).

Collaboration and networking are at the heart of SERVE's mission, and the Laboratory's
structure is itself a model of collaboration. The Laboratory has four offices in the region tc
better serve the needs of state and local education stakeholders. The contract
management and research and development office is located at the School of Education,
University of North Carolina at Greensboro. The Laboratory's information office, affiliated
with the Florida D:partment of Education, is located in Tallahassee. Field service offices
arg located in Atlanta, Greensboro, and Tallahassee, and on the campus of Delta State
University in Cleveland, Mississippi. Addresses are provided below.

SERVE SERVE

P.O. Box 53567 345 S. Magnola Drive, Suite D-23
Greensboro, NC 27435 Tallahassee, FL 32301-2350
919-334-3211; 800-755-3277 904-922-2300; 800-352-6001
FAX: 919-334-3268 FAX: 904-922-2286

Roy Forbes, Executive Director Dorothy Routh, Deputy Director
Nick Nicholson, Deputy Director

SERVE SERVE

41 Marietta Street, NW Delta State University

Suite 1000 Box 3121

Atlanta, GA 30303 Cleveland, MS 38733
404-577-7737; 800-659-3204 601-846-4400; 800-326-4548
FAX: 404-577-7812 FAX: 601-846-4016
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MESSAGE FROM THE DEPUTY DIRECTOR

At SERVE we try to practice what we preach. We are not suggesting that you try
something that we are not confident will be effective. We practice decentralized
decision making and shared responsibility, and, believe me, it works. Your
organization will take on & new enthusiasm, & new energy level.

But, it is not easy to change your mindset. .. especially in a bureaucratic or political
environment (in which we in education increasingly find ourselves). Leaders have
baen conditioned to believe that it is the duty of the administrator (leader, manager,
superintendent, principal) to use power to control people. We have risen through
the ranks by building empires, making all the decisions, guarding turf, and manipu-
lating budgets and personnel.

Howaever, we find ourselves now in a new order (paradigm is the new "in-word").
What is causing this chaos, this challenge? Some have aptly described it as the
“Information Age." Justas "the menin grey” could not hold together the coup in the
USSR, we can no longer control power.

Real power, in the informatio 1 Age, is planted and nurtured. Like tending a garden,
the leader for the next ceniury must empower others. The metaphor of the leader
as gardeneris appropriate because the result of careful tending is truly exponential.

There are numerous examples of schools throughout our region where teachers
have assumed new leadership roles and where school leadership teams are
reinventing educational programs. We have described some of these initiatives in
this document as "Dynamite Ideas.” We are confident that there are many more
efforts underway and encourage you to tell us about them by sending us the
enclosedfeedback form soliciting additional "Dynamite ideas. Wae willinclude other
examples in subsequent editions of this Hot Topics publication and provide you an
opportunity to share your experiences.

We look forward to hearing from you.

Deputy Director
SERVE




Hot Topics  Schools for the 21st Contury Heve BHoles tor Teacher s, antd Proncipals

Meeting the needs of educetional practitionars ls very important lo ue at SERVE. Your feedbeck on thile
publiontion witl permit us (o better sssiet you, and your recommendations will be incorporated into future
editions. Piesse help us by providing a brief response to the following:

20T XO»mmOMmMmMmMM

1. Is this pubication a usaful resource for assisting teachers and principals in their role? Why or why not?
Qves O No
2. Didyou find the synthesis of research presented in this document usetul? Piease expiain briefly.
Q ves O No
3. Didyou find the strategies for fulfiling new roles useful? Please expiain briefly. We would appreciate any additional strategies you could
recommend.
Q Yes O No
4. Were the resources in this document helptul? Pleass explain. Please list other resources that should be included.
Qves O No
5. Ingeneral, how might this publication be improved?
Q More background information Q Other
Q More strategies for changing educators' roles
6. How ro you plan o use this document, or how have you used it?
Q instructional Tool O Stafi/Proessional Development
. O Research Q Other (pisase specity)
7. How did you leam about/receive this publication?
O Announcement in mai QO Professional Joumal/Newsletter
QO SERVE Fiold Representative QO Other (please spscity)

8. What are some activities that you would like to see as a follow-up fo this publication?

Name: Position:
Affliator:
Address:
City: State: Zp: Telephone: ()
Please mall or tax completed form to: SERVE
345 S. Magnolia Drive Thank you
Phone: 800-352-6001 Sulte D-23
FAX: . 904-922-2286 Tallahasses, Fl. 32301-2950 ::;:’?o”"_g”""g
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Program: _

SERVE would like to highlight outstanding programs b1 mgin <+t+ing tsacher and prinoipel roles
as wel as exemp:ary programa In other educational aroas with which you are invoived or
famiiar. These programs will be pubiicized in future editions of this and other Hot Tapics and
considared for racogrition in the SERVE Sharing Success program. Please let us know what

you are doing!

ContctName: "

Addrass:

City: B Stale: Zo
Telephone: (____) FAX: (L0)

Purpose of program

Description of program

Please photocopy this form it additional copies are needed.
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Introduction

School leaders, like business leaders, must come 1o understand that if America's schools are to
meet the needs of the 21st century, then--ike America's corporate structure--they must be
reinvented. It is not enough to try to fix the schools; they must be reconsiituted in fundamental
and radical ways. In a word, the schools, like America's businesses, must be restructured.

Phillip C. Schiechty
Schools for tho 21st Century, 1990

With the failure of the state-mandated programs of the last decade to bring about significant
change in public schools, educators have come to question the etfectiveness of programs that
are conceived and planned by others, then handed down to schools. instead, many educators,
as well as parents, business leaders, and other stakehoiders, have come to believe that
successful reforrn must originate within schools where teachers' and principals’ insights into the
realities of classrooms and schools best qualify them to design their own programs.

Often described as the second phase of the excellence movement of the 1980's, the
restructuring movement is being purceived as the best way to reform--and revitalize—
education. By redesigning the etire educational process from the organization of schools to
the design of curriculum and by broadening the scope of teachers' and principals’
responsibilities, restructuring is making the school the focus of educational change. At the
same time, restructuring is putting more power into the hands of those who are closest to
students-teachers and principais~giving them not only the responsibility but the authority to
bring about the educational changes that are most responsive to students’ needs.

Although restructuring schools for the 21st century will r.guire changing the roles of all
members of the school community, Schools for the 215t Csntury: New Roles for Teachers and
Principals focuses on the changing roles of teachers and principals as the greatest forces
behind educational change. Bacause wi cannot expact people to assume new roles without
adequate preparation, this Hot Topics publication is intended to serve as a srringboard for
productive discussion ¢n the “reinvention” of schools.

Chapter one, NEW ROLES FOR TEACHERS, examines the expanded roles that teachers are
assuming in the classroom and bayond in the development of education policies and praciices.
The roles examined include facilitating learning, decision making, mentoring, and conducting
research. Chapter two, NEW ROLES FOR PRINCIPALS, addresses the principal's pivotal ‘ole
as school leader in restructuring programs. It focuses on the principal's roles as visionary,
enabler, role rmodel, and motivator. Because shared decision making is at the core of good
management, chapter three, DEVELOPING A SCHOOL LEADERSHIP TEAM, ideniifies
strategies for establishing decision-making teams and promoting shared leadership in schools.

Each chapter includes a number of "Dynamite Ideas"-examples of successful school programs
in the Southeast-and concludes with an annotated list of resources and contacts for additional
information. An extensive list of references is also provided.

. X11 1 2
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Chapter 1

* Teacher as Facilitator of Learning

* Authentic Achievemont

* Facliitated Learning

 Types of Facliitated Learning
Teacher as Decision Maker

* Enhancing the Status of Teaching as a Profession
+ Preparation for Decision-Making Roles
* Decision-Making Skiiis

Teacher as Mentor

* Responsibilities
* Selection of Teacher Mentors
Teacher as Researcher

* Goals of Teacher Researchers
+ Benofits of Teacher-Conducted Research
* Resources for Teacher Ressarchers

Resources

ERIC 13

Full Tt Provided by ERIC.



I M
NEW ROLES FOR TEACHERS

The creation of new roles and tasks for teachers must be connected to the
Improvement of teaching as a whole. Such new roles and tasks would serve to
legitimate teachers' work outside of direct contact with students, would contribute
to the creation of a learning community, and would underscore the cardinal
i rofessional commitment to continuous growth. . . . The aim of new roles and
responsiilitios for teachers, howsver, should nol bo simply to create a career
structure for and retain good teachers. The aim should be to increase the
competence of teachers and the effectiveness of schools by bringing the talents
of teachers to bear on collective efforts to iImprove education.

QGary Sykes
*Fostering Teacher Professionalism in Schools”
Restructuring Schools, 1991

The 21st century is fast approaching and the tide of reform is beginning to sweep in major
educational changes that will strike at the nature of what education is all about and how schools
do business. These reforms wiil happen as a part of restructuring--the comprehensive set of
changes in schools needed to improve meaningful leaming in American students.

in recognition of the classroom teacher as the single greatest agent of educational change,
restructuring involves the classroom teacher as an integral part of educational reform. No
longer will the teacher be the last to know about changes in educational policies and practices.
instead, teachers will help develop those policies and practices and will be empowered to
assume decision-making responsibiiities beyond their individual classrooms.

This chapter discusses four of the new roles *hat teachers are assuming in restructuring
schools. Section one, TEACHER AS FACILITATOR OF LEARNING, addresses the teacher's
new role in the Information Age of challenging students to become more active learners.
Section two, TEACHER AS DECISION MAKER, discusses the positive effects on both teachers
and students when teachers participate in school decision making. TEACHER AS MENTOR
examines peer coaching, staff development, and curriculum development responsibilities.
Section four, TEACHER AS RESEARCHER, identifies ways in which teachers oonduct
research and reflect about teaching and learning.

“Dynamite ideas” are presented within each section, and annotated resources are listed at the
end of the chapter.

[Kc 14
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TEACHER AS FACILITATOR OF LEARNING

Neither an exclusive focus on students nor an exclusive focus on teachers leads to
comprehensive change inthe schools. The two mustgo hand-in-hand, and keeping both
goals alive andwell has emerged as a crucial element in successful school restructuring.

Ann Lieberman and Lynne Miller
Phi Delta Kappan, 1980

Emphasizing that school-based management,
shared decision making, and other restructuring
initiatives are means, not ends, Lieberman {1990)
and Newman (1991) urge schools not to become
so preoccupied with restructuring mechanisms
that they lose sight of the ultimate goal of
restructuring efforts: improved student
achievement. The most succassful school
improvement programs are those that establish
criteria for student success before designing
organizational structures (Newman, 1991).
Attending to both sides of the teacher-student
equation, such programs feature rich leaming
environments for students aswell as professionally
supportive work environments for aduits
(Lieberman, 1990). Accordingly, Newman (1991)
proposes that rather than find better ways to teach
traditional curricula, restructuring schoois should
change what is taught and how it is taught.

The traditional overemphasis on teacher-directed
activities and individual work assignments from
kindergarten through graduate school produces
adult employees who are technically competent,
but who are also socially naive and ill-equipped to
be team leaders and players (Johnson & Johnson,
1986). To prepare students to be successfulinthe
Information Age, greater emphasis mustbe placed
on teaching approaches and learning activities
that stress teamwork and leadership. As depicted
in the chart opposite, these approaches will
necessitate a change from the autonomous
teaching roles of the Industrial Age to the
collaborative roles appropriate for the Information
Age.

Authentic Achlevement |

Newman (1991) proposes that restructured
schools should aim for authentic achievement,
which he defines as “producing, rather than
reproducing, knowledge” (p. 459). Specifically,
instruction should be redesigned to achieve more
significant and meaningful learning, with teachers

functioning as facilitators of learning rather than
dispensers of information. With schools’ efforts to
keep up with the information explosion of the
twentieth century, too much instruction has been
devoted to the teaching of facts. Not only is it
impossible to teach students all the relevant
information they need. but because so much
information is being constantly updated,
committing it to memory is often an exercise in
futility. Because students have had only a
superficlal awareness of many topics, they have
been abie to reproduce knowledgebut have lacked
the in-depth understanding necessary to produce
new knowledge. While they can recognize, match,
list, and label, they cannot synthesize, analyze,
evaluate, andcreate. Recentresults ofthe National
Assessment of Educational Progress (NAEP), for
example, reveal that students are generally

il equipped to cape confidently with
the mathematical demands of
today's society, such as the graphs
that permeate the media and the
regulations and procedures that
underiie credit cards, discounts,
taxation, insurance, and benefit
plans (Mullis, et al., 1991, p. 1).

" CHANGES IN TEACHERS' ROLES*

industrial Age information Age
Authority Figure Facilitator/Supporter
Dispenser of Content instructional Manager

Autonomous ProfessionallTeam Member

* Adapted from “The Case for Restructuring” by Dorothy
Routh, Fall 1989, Fiorida ASCD Joumal, 6, p. 15.
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Many school activities, such as spelling quizzes,
laboratory exercises. nd final exams, often have
no personal value tc the learner other than
documenting his or her competence. On the other
hand, authenticachievements, such asperforming
musical compositions, painting, building, making
mathematical estimations, and writing, have
inherent aesthetic, utilitarian, or personal value.
Not only are these authentic tasks more likely to
motivate and sustain student participation, but
they also cultivate the higher-order thinking skills
such as logical reasoning and problem solving
that students will need to be successful as adults
(Newman, 1991).

According to Newman, four conditions are
necessary for facilitating authentic achievement:

Collaboration: To become producers of

knowledge, students spend less time

working alone and more time working
together. Just as adult workers have access to
other people when they are formulating ideas or
solving problems, studen's engaged in authentic
leaming have the opportunity to ask questions,
r-nwe¢@ fesdback, and receive assistance from
peets, taachers, experts, and other resources. To
stimulate classroom collaboration, more time is
allocated for student-centered and small-group
instruction.

Access to Tools and Resources: A

critical ingredient in providing authentic

achievement is teaching students to use
the tools and resources they need so thatthey can
find information when they require it. In authentic
leamning, students are given greater access to
technology (telephones as well as computers),
libraries, and other sources of information within
and outside the school. In addition to freeing
instructional time for the teaching of essential
facts and concepts, teaching students to use
these resources better prepares them for the work
place, where they will be required to use a variety
of media, technology, and other sources of
information.

Discretionand Ownership: Once students

have mastered the essential facts and

concepts of a discipline, they are given

some autonomy in applying theirknowiedge
to authentic leaming tasks. Allowing students to
select tasks and to plan, execute, and evaluate
their work enables them to experience both the
responsiblilities and the rewards of learning and
helps them become independent thinkers.

Flexible Use of Time: To provide

environments conducive to authentic

leaming, class scheduiles are organized to
permita variety of learning tasks, and instructional
time is organized to accommodate long-term
projects and more sustained study.

1€
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Applying many of the principles of modern management .

o \’!,s

. education, Grow (1991) has developed a

model for facilitating independent learning. The following adaptation of his Staged Self-Directed
Learning (SSDL) Model proposes stages through which teachers can lead students to become more
self-directed in their learning.

Stage 1
Teacher's Role Authority
Example Activities Informational lectures
Drill & practice
Instructional Goal Provide students with

essential knowledge and
skills they need for more
independent learning

Stage 2 Stage 3

Motivator Facilitator
Inspirational lectures Group projects
Guided discussion Leaming contracts
Reinforce learner Guide students in
willingness and enthusiasm setting and reaching
through a directive but their own goals
supportive approach

* Adapted from “Teaching Learners to be Self-Directed” by Gerald O. Grow, Spring 1991, Adult Education Quarterly, 4,

p. 129,

As classroom instruction changes from ateacher-
directed to a student-directed approach, the
teacher’s role evolves from authority to guide to
facilitator. As an authority, theteacheris directive,
and students are receivers of teacher-provided
information. As a motivator, the teacher guides
and assists students as they participate in
designing their activities. As a facllitator, the
teacher enables and supports students as they
become partners in directing their learning (Grow,
1991).

To enable students to become more self-directed
in their learning, the teacher-facilitator

B provides students with the opportunities and
resources to learn for themselves by

» creating rich environments that stimulate
inquiry,

+ assigning authentic learning tasks thattap the
students’ inherent “need to know,”

» organizing activities so that students can link
new information to prior knowledge,

« providing students with appropriate human
and material resources, and

+ giving students opportunities for problem
solving and collaborative work;

@ guides the students’ learning by

» giving hints or cues,
» providing feedback,

+ redirecting students’ efforts, and

» helping them use leaming strategies;

@ serves as a model of the learning process by

« exchanging ideas with students,

» consulting resources,

» asking advice, and

» practicing problem-solving strategies; and

B ensures that students retain as much
responsibility as possible for their learning by

» providing the amount of help that students
need—neither too much nor too little—and

* providing help when students need it~
neither too late nor too soon (Grow, 1991;
Newman, 1991; Tinzman et al., 1990).

17



Faciitated iearning is often accomplished through
curricula, teaching methodologies, and assessment
strategies that promote a developmental approach

to leaming. Widely used exampies include “whole

language” arts, integrated or appiied curricula, and
nongraded classrooms. Because aprimary goal of
facilitatedinstruction is to teach students to become
self-directed leamers, facilitatedleaming is typically
accomplished through independent and
collaborative leaming.

individualized instruction

Through individualized instruction, the teacher
facllitates instruction to accommodate students’
individual needs and interests. In addition to
providing student-centered assignments, many
teachers rely on educational technology (e.g.,
computer-assisted instruction, interactive
videodisc, and hypertext) to promote student-
controlied learning.

For more mature, self-directed learners, the
teacher's role as facilitator evolves into one of
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consultant or delegator. Because these students
can take primary responsibility for their own
learning, the teacher focuses less on teaching
subject matter and more on cultivating the students’
ability to leamn.

As a consultant/delegator, the teacher might
provide challenges, recommend resources, or
assist with management (e.g., establishing time
lines). Examples of self-directed leamning situations
include independent study programs, creative
writing courses, term projects, and intemships
(Grow, 1991).

Collaborative Learning

In collaborative classrooms, students take an
active role in their education by working with the
teacher, each other, and other resources in
accomplishing objectives. Common examples of
collaborative learning include study groups,
student publications, and forensic programs.

Overwhelmingly endorsed by both researchers
and practitioners, collaborative instruction is one
of the most effective approaches to providing
students with authentic learming opportunities and
developing critical thinking and group process
skills. Research on the effects of collaborative
learning on achievement shows greater gains
than traditional methods in factual knowledge and
concept attainment, verbal problem solving, and
critical thinking (Faltus et al., 1988; Johnson &
Johnson, 1985; Slavin, 1980).

Equally important, cooperative learming fosters
the development of the leadership and group
process skills demandedin the work place. Studies
comparing the effects of cooperative, small-group
learning with traditional instruction on classroom
interaction have found that collaborative learning
results in greater student-to-student interaction
and the elimination or reduction of academic
hierarchies (Faltus etal., 1988). Research on the
effects of collaborative leaming on interpersonal
relationships reveals that cooperative, small-group
learning promotes greater trust, acceptance, and
supportamong students andresults infriendships
being formed around interests rather than
achievement or ability (Faltuset al., 1988; Johnson
& Johnson, 1985).

Although strategies forimplementing collaborative
leamning vary greatly from class to class, Tinzman

etal. (1990) identify fourgeneral characteristics of
coliaborative classrooms: .

Shared knowledge among ‘eachers and

students—As partners in the learning
process, stucients become seekers and sharers
rather than only receivers of information.
Collaborative teachers value and build upon the
knowledge, values, culture, language, and
personal experiences that students bring to the
classroom.

Shared authority among teachers and

students—Students are invited to set
specificleaming goals, suggestleaming activities,
and assess their learning.

3 Facilitating of learning by teachers—As
knowledge and authority are sharedamong
teachers and students, the teacher increasingly
emphasizes student-driven leaming.

Heterogeneous groupings of students—

The perspectives, experiences, and
backgrounds of all students are tapped in class
activities. (p. 8-9)

Among the most effective uses of collaborative
learning are peer tutoring and small groups.
Because students are required to use critical
thinking skills, such as applying problem-solving
strategies and synthesizing research, and to
develop the communication, cooperation, and
other skills necessary for group activities,
collaborative instruction gives students the
opportunity to develop and practice the skills they
will need as independent thinkers as well as
leaders and team members of the future.

Peer Tutoring

Through peer tutoring, students in teams to help
each other leam factual material or skills. A
widely-used example of this is peer conferencing
in writing classes where students analyze each
other's writing and recommend revisions. In
addition to serving as a motivational device (Faltus
etal., 1988), the team structure provides students
with adequate feedback as well as different
perspectives on their work. Many schools also
use peer tutors in writing labs. The writing center
at award-winning Torrey Pines High School,
Leudadia, California, for example, is staffed each
period with one teacher and three trained peer
tutors. The peer tutors are also avallable to assist
students in individual classrooms (Heller, 1989).
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While peer tutors are most often ciasgmates, a
number of schoois have introduced peer tutoring
across subjects and grade laveis with upper-level
students tutoring younger students. Peer tutoring
is also gaining acceptance as a way to build the
skilis and seif-esteem of at-risk students by having
them tutor younger students.

Small Groups

The most widely used vehicie for coliaborative
leaming is the small group. Typically, students are
organized into small groups to encourage students
to share ideas, brainstorm, and decide how to
structure their own projects. For these activities,
the group structure serves as a facilitative device
(Faltus et al., 1988).

To ilustrate the contrast between a collaborative
small-group approach with traditional instruction, in
a traditional classroom students might be found
taking notes as the teacher lectures on the civil
rights movement of the sixties. In a collaborative
classroom, some students might be listening to a
student describe her mother's experience as a
freedom rider, some might be working in groups to
draft a civil rights bill for teenagers, others might be
preparing reports on civil rights leaders, and the
teacher might be answering questions, giving (or
seeking) advice, or helping students locate
resources as he or she circulates throughout the
classroom. At first glance, this classroom might
appear chaotic, but closer observation reveals that
a great deal of leaming is occurring.

The following examples of small-group leaming
methods illustrate the variety of instructional
objectives that can be accomplished with small

groups.

Peer Response Groups: Prevalent in writing,
drama, music, industrial arts, and other performance-
based classes, peer response groups are comprised
of student“critics.” in addition to providing feedback
on each other's work, group membeérs coach each
other to improve their performance. To facilitate
peerresponse groups, teachers mightestablishthe
focus of the evaluation, the criteria ior successful
performance, or guidelines for providing feedback.
Anadvantage of this approach overteacher-directed
instruction is that students receive more
individualized attention as well as a variety of

perspectives on their work.

Roader Response Groups: Response groups
are used by many English teachers in reader
response literature courses. In these classes,
students discuss their subjective responses to
literature instead of taking notes on scholarly
interpretations of it. To facilitate their analysis, the
teacher provides instruction in critical reading skills
and relevant textual information, such as literary
aliusions. Proponents of this technique say that, in
addition to developing critical reading skills, the

small-group readerresponse approach encourages
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students to make the literature their own without
being intimidated by the “right” interpretation,
thereby, estabvishing the foundation for lifelong
reading.

Problem-Centered Learning Cooperatives:
Especially effective in mathematics and science
classes, problem-centered learning involves
students working in cooperative small groups to
solve problems with multiple or open-ended
solutions. To facilitate problem-centered leamning,
the teacher provides minimal instruction, leaving
students to devise their own methods of inquiry and
problem-solving strategies. Notonly doesprobiem-
centeredleaming tap students' individual strengths
and accommodate all learning styles, but, because
students are encouraged to develop their own o ; fp BTN
procedures for solving problems, they develop : QAT IR & Tlohis A
higher-order thinking skills (Kadel, 1992).

Group Investigation: The group investigation
method uses small groups for inquiry, discussion, ;
and planning. While the entire class studies a
general topic, students organize themselves into
small groups to work on related subtopics by
collecting, discussing, and synthesizing information
from various sources. Each group produces a
product which is evaluated by the teacher and
fellow students (Faltus et al., 1988). Facilitating
the group investigation method involves focusing
inquiry, providing resources, and assisting
students with project management. Through this
approach, students develop critical thinking as
well as group-process skills,

Research on the effects of
collaborative leaming on o
achievement shows gom: | é:;m? g&mgngm tl'nmt::)an
greater gains than rogram - n -
traditional methods in GA 30060 (dodpza-acrs
factual knowledge and
conceptattainment, verbal
problem solving, and
critical thinking.
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While the tachniques for establishing and sustaining effective small groups vary

to student

according
characteristics (e.g., grade level) and group tasks, the following general guidelines are offered for

facilitating group activities:

in the Beginning: Teach students the prohlem-
solving, group process, and other skilis they wil!
need for succeasful collaborations; give them
opportunities for practice; and provide them with

Later On: When students begin working on group
projects, lead them in examining the processes that
contribute to the development of their products as
well as the products themselves.

In the Beginning: Assign students to
heterogeneous groups, mixing achievementlevels,
gender, race, etc., as well as personallty types and
other factors that influence group dynamics.

Later On: When students have become familiar
with the group process, allow them to form theirown
task groups for special projects according to their
interests, the skills they can contribute to the projects,
efc.

Inthe Beginning: Assign group roles to ensure the
use of cooperative norms.

Later On: Have groupe establish members' roles.

In the Beginning: Assign “get acquainted”
exercises asthe firstgroup activities to give students
an opportunity to get to know each other as team
members, showcase their individual skils, etc.

Later On: Have the students participate in exercises
on avoiding or resolving group conflicts.

inthe Beginning: Give students explicitdirections
on objectives, tasks, time nes, etc.

Later On: As the students become more
accustomed to working in groups, give them more
general guidelines.

in the Beginning: Develop an assessment pian
that balances group goals with individual
accountability.

Later On: Help groups establish their own criteria
and assessment strategies.

In the Beginning: Closely monitor the groups'’
progress through discussions, checklists, wrap-up
sessions, etc., and provide feedback on strengths
and weaknessss.

Later On: Monitor their progress less frequently
and more informally as they become more adeptat
monitoring their own progress.

in the Beginning: To convey to the students that
the process is as important as the product,
encourage, praise, and reward them as they
progress toward their goals.

Later On: When the projectis completed, evaluate

(initiative, creativity, cooperation, extra
effort, etc.) as wsll as the quality of the product.

10
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Dade Gounty, Flrida, has contraced wih @

private Minnesota corporation to provide an
innovative educational programat South Pointe
EIemanmrySchoot an inner city school. The
ramis achild-centered, learner-
centered approach 1o Instruction in which the
teacher assumesthe role of facilitator of leaming.

Ihe Traditional Approach
One teacher is assigned to 30 students. -

“School beglns with a bell, students sit in desks

arranged by the teacher, and teachi starts"

immediately with childrenbeing directed
a multitude of subjects, spending & ll’r:ti:gd
amount of time on each one.

Teachers dacide what children will leam, and
studemshave vary litle say in how theirindividual

eaming needs are met. Lessons and activities
are planned by the teacher.

Students are asslgned to reading groups
accordi abllity and are fumished a basal
book, w oomrollad vocabulary and story

'lengmg)'.e A chidentworbock Sudentsmust

te the workbook exercises even If they
alreadypossessthe:
skills are taught from a textbook to the whole

group.

Mathematics concepts are presented to a total
group and then students complete teacher-
assigned exercises at the same pace, on the
same page in their math books.

After they have studied a concept, students are
given a written test that assesses their ability to
recollect facts.

Bulletin boards are planned and decorated by
teachers. Art projects have a predetermined
outcome, pattem, or model to copy.

,:Elarﬁentary School and Fi

requiredskills. Punctuation = &

owing comparison, which Is adag
chart developed by South Po
Florida 3,

Universiy 'sCenterfor Ex

instruction.

South Pointe's Approach
Amadmmdanasodahteadmareasvgned

_loZSstudems

beglns with a-community of children

ering t0 share astory, asong, orsomethi
;_S.mdents wremmto“m trda’sg

idren read classlcal and contemporary
rature, discussing new words, responding,
anning related leamning activities for the

stor Puncmauonskmsaramugmmvsduan

ymall groups and are selected b the
_,_raﬁerreadlng thestories chiidren have

Manipulatives are usedto teachmath concepts

to smaligroups. Childrenplan actice activities
with their teachers then work ntly at
lholrown level and pace.

Stidents are involved In the evaluation of their

learning, with evaluatlons ‘@ variety of

forms, suc;: ng’s creating m to sht%r?:‘et
S, Of design

- eadmmole&gmr h&sh?dents

plan and evaluate their own leaming

Dlsplay areas are used to showcase students’
work, projects, and creations. - Art projects are
ned to tap students’ inherent creativity.
pumpkin, for example, is their
original creation, not a oopy o; the toaor):er’s
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or twice a year,
- dm nmm and schoo! newspapers. A
inimum of four parent-teacher conferences,
arying inlength from one-hatfhourto one hour,
areheldeadwoar Thefirst conferences held
bommosmool yearbaginsuogivapmnhm

The other ‘conierences are schedulod
mroughounhosd\ool year.

Contact: Soum Polnt Elementaty Sdtool. 1050 4th Street, Miami Beach, FL. 33139 (305) 531-5437
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TEACHER AS DECISION MAKER

Leadership means vision, cheerieading, enthusiasm, love, trust, verve,

passion,

obsession, consistency, the use of symbols, paying attention as illustrated by the content
of one's calendar, out-and-out drama (and the management thereof), creating heroes
at all levels, coaching, effectively wandering around, and numerous other things.
Leadership must be present at all levels of the organization.

Tom Peters and Nancy Austin
A Passion For Excellence: The Leadership Difference, 1985

Comparing the currentteaching environment with
thatof other ps ofessions, tha Carnegie Task Force
on Teaching as a Profession (1986) observes:

One- of the most attractive aspects of
professionalworkis the way professionals
are treated in the work place.
Professionals are presumed to knowwhat
they are doing and are paid to exercise
their juagment. Schools, on the other
hand, operate 4s if consultants, school
district experts, textbook authors, traine*s,
anddistantofficials possess more relevant
expertise than the teachers in the schools.
Bureaucratic management of schools
proceeds from the view that teachers lack
the talent or motivation to think for
themselves. (p. 57-58)

In most organizations, the most experienced and
highly skilled professionals have more
responsibilities than their colleagues with less
expertise. The majcrity of schools, however,
apply undifferentiated staffing models; therefore,
the formal influence of the most experienced
teacher is no greater than that of the novice. Not
only is assigning identical responsibilities to two
teachers of very different capabilities
counterproductive, but it is alse poor personnel
management. The experienced teacher is denied
the recognition and rewards accorded to other
professionals, and, unlike beginning professionals
in other fields, the novice teacher cannot look
forward to increasing responsibility that matches
corresponding increases in knowledge and
performance (Tucker & Mandel, 1986). Indeed, to
be given more responsibility, teachers musteither
be promoted out of the classroom or iaave the
profession altogether.

If schools are to compete with other professional
organizations for staff in the future, they must
acknowledge teachers' expertise, give themmore
responsibility, and authorize them to make

decisions regarding the teaching services they
provide and the environmentin which they provide
these services.

Enhancing the Status I

According to the Carnegie Task Force on Teaching
(1986), schools can greatly enhance the status of
teaching as a profession by granting teachers
decision-making authority. I|deally teacher
influence would extend to the following areas:

» establishing school mission, performance
standards, and operational policies and
procedures

» selecting materials and instructional methovis

 allocating school resources

* determining staffing structure and assignments

* assigning students to classes

* organizing the school day

* planning, conducting, and evaluating staff
development

* selecting consultants

» selecting teachers, support staff, and
administrators

» establishing student discipline policies
» establishing student grading policies

13
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3 in addition :& pr&h:hslonallzlng the t'::fhmg
T S-S profession, giv! achers a greater voice in

' “;: \ decisions that ¢ ffect the sohool would also make
teaching more attractive togoodteacherswhoare
already inourschools as wellas considering
teaching as acareer (Camegie Task Force, 1986).

As (eters and Austin (1985) point out,
decentralized decision making and leadership
also help promote innovation and fiexibility in
meeting organizational goals such as improved
teaching and leaming. In fact, in schools where
teachers contribute to the decision-making
process, gains have been reported in student
achigvement and other indices of school
effectiveness (Gold, 1988; McPike, 1987; Oison,
1987, 1988).

Enhancing the status of teaching as a profassion
shouid also Include the establishmant of a
professional career ladder for teachors. By
recognizing teacher expertise and experience
with additional responsibilities an< rewards, a
professional career path would help

AR

« improve the morale and job satisfaction of
current teaching staff.

« recognize the contributions of instructional
staft In improving sciool efficiency and
productivity.

« reduce teacher shortages in subject areas
g}ical to the nation’s future wconomic well
ng.

« reduce attrition levels of the most experienced
:::%hekr’s and attract capable teachers backto
eld.

« attract more minorities to teaching to refiect
the diversity of society and to serve as role
modeis.

+ attract a larger share of the most capable
students to the field of teaching.

14




Lewis (1 989) suggests that teachers pteparing for
decision-making roles ask themselves the foliowing
needs assessment questions:

* How canwe tap the special skills and knowledge
of the most talented among us?

®* How can we draw on the Inmediate school
community to strengthen what we do for
students?

® What resources do we need that we lack now,
andwhich arethe mostimportantamong them?

* How canwebestuse services availablethrough
the school district to make our school more
effective?

® What release-time arrangements are possible
for staff development, and how might we
establish them?

*  Whatrequirements ofthe school systemtendto
inhibit teaching and leaming, and how shouid
they be modified?

® What are individual teachers’ needs interms of
subject matter and improved teaching
techniques, and how can they be met?

Declsion-Making Skiils ]

According to Marburger (1985), effective
participation as a member of a school decision-
making team requires the ability to

« communicate;

+ participateingroup decision-making methods;
» develop goals and objectives;

* improve the planning process;

» conduct needs assessment, analyze data,
and report findings;

» implement planned change;

» apply budgeting terms, procedures. and
controls;

* resolve conflict; and

* conductformative and summative evaluation.

Dynanute tdeas
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Contact

nt, how staff are allocated,' :
ruction is organized. Principals, e
‘ooliaborate: to .

Bureau of

-Daniel ’roaado.
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~ Inschools where teachers
contribute to the decision-
making procoss====-f‘galns
have been reporied in

‘other ‘indices of -school
effectivensss. i
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‘reinvention of me schools"
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16
ERIC

Aruitoxt provided by Eic:



TEACHER AS MENTOR

In most professional organizations those who are most experien

ced and highly

skilled play the lead role in guiding the activity of others. We propose that districts
create positions for agroup of such people, designated ‘Lead Teachers,”in each
school. They would be selected from among experienced teachers who are

highly regardedby theircolleagues and

Advanced Teacher’s Cerlificates.

possess
. . . By vesting responsibility for Instruction in Lead Teachers, schools will
capitalize on the knowledge and skills of its most capable staff and create a

career path worth pursuing.

Carnegie Task Force on Teaching as a Profession
A Nation Prepared: Teachers for the 21st Century, 1986

With the current movement toward large-scale
educational reforms, many schools are beginning
to view teacher mentoring as a means of
accomplishing significant goais of school
improvement. Notonly do teacher-helping-teacher
programs expandthe resources available forschool
improvement, but they also provide teachers with
professional recognition and leadership
opportunities.

Among the mostuseful interactions among teachers,
mentor—teacher relationships enable teachers to
learn from—and with—each other and to reflectmore
deliberately on matters pertaining to their craft.
Through mentoring programs, schools develop
communities of teachers with the sharedknowledge
and understanding necessary to contribute toschool
improvement efforts. By acknowledging teachers’
expertise and giving them an opportunity to share
it through mentoring programs, schools are also
able to reward—and retain—outstanding teachers.

The three most common responsibilities of teacher
mentors are staff development, peer coaching,
and cumriculum development expert.

Staff Development

Typically, a teacher mentor who is in charge of
staff development is responsible for conducting
faculty orientation, coordinating inservice
education, supervising studenit teachers, and
disseminating information on new teaching
strategies and techniques.

To perform these various actlvities successfully,
the teacher mentor will need to be skilled in the
following areas:

® conducting needs assessment

¢ planning staff development that is linked to
performance evaluation results

¢ promoting teacher collaboration and collective
problem solving regarding training needs

® identifying instructional delivery methods
appropriate for adults

¢ evaluating staff development methods

® enlisting outside training resources

In addition to these skills, a teacher mentorwho is
responsibie for staff development may need to
practice new teaching methods, leam to use
different types of educational technology for
classroom instruction, and acquire other skills as
the job requires. A teacher mentor who is
responsible for apprising staff of state-of-the-art
teaching methods will have to stay abreast of
current developments and best practices and
learn how to use and gauge the effectiveness of
various dissemination strategies.
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Peer Coaching

A teacher mentor who is functioning as a peer
coach may have the following responsibilities:

¢ guiding and monitoring beginning and
experienced teachers

¢ demonstrating teaching strategies
¢ .onducting informal staff evaluations

¢ diagnosing special/compiex learning problems
and recommending interventions

* providing content expertise and resources to
teachers

¢ counseling

Performing the multifaceted duties of peer coach
requires the following skills and knowledge:

¢ peer observation and coaching techniques/
models, including performance assessment
methods

¢ constructive feedback techniques

® strategies to improve teaching

¢ groupprocess skills/techniques for conducting
effective meetings

¢ presentation and training skills
* elements of effective instruction
¢ counseling techniques

¢ classroom management and organizational
strategies

¢ demonstration methods

__ ueu __|y::fserve fo} tWo yem-* ars
‘the classroom management; Instructional

Dynanmute ldeas:
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bv no hers
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Curriculum Development

Another role that teacher mentors are called upon
to perform is that of curriculum expert. Teacher
mentors may be responsible for guiding curriculum
selection and/or development efforts within the
school or providing curriculum expertise to individual
i¢achers. In this role, teacher mentors require
group process and management skilis; knowledge
of curriculum evaluation methods; knowledge of
instructional design, development, and evaluation;
and consulting skills.

20
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The Carnegie Task Force on Teaching as a
Profession (1986) recommends that teacher
mentors be seasoned professionals, be highly
regarded by thelr colleagues, and possess an
Advanced Teacher's Certificate. Other criteria
typically used by peer coaching programs to select
teacher mentors include self-confidence, creative
problem-solving skills, analytical ability, a
nonjudgemental attitude, flexibility, good
interpersonal communication skills, reliability, a
variety of classroom accomplishments, and other
specific skills (Far West Laboratory, 1986;
Servatius & Young, 1985). Futrell (1988)
recommends that a peer selection process be
used to select mentors to reduce the possibility of
divisiveness and to encourage shared decision
making within the school. She also notes that
faculty should be involved in designing a mentor
compensation system that respects the principles

of equity.
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TEACHER AS RESEARCHER

The teacher-as-researcher movement is based on teachers’ liberating themseives from
ideas imposed solely by others outside the classroom. In a sense, it constitutes an

acknowledgment that
own

o teachers and that as the experts about their
practice, teachers are the ones most able to understand and refine their work. One
method of doing this is to do research about one’s own practice.

A. A. Oberg and G. McCutcheon
Theory Into Practice, 1990

Teachers have traditionally equated educational
research with experimental studies of contrived
paradigms conducted by outsiders from a
university with litie relevance or application to
“real world” classrooms. Few teachers consider
themseives educational researchers despite the
fact that they routinely conduct research in their
classrooms. Whenever teachers collect and
synthesize Information for a lecture, compare the
results of instructional techniques, orevaluate the
effectiveness of a lesson, they apply the same
skills and methods and producs the sams kinds of
results as scientists and otherresearchers. indeed,
Allen et al. (1988) argue that good teaching /s
action research, or "deliberate, personally owned
(andagg)nducted. solution-oriented investigation”
p. .

The role of researcher, then, is not a new one for
teachers but one that formalizes the informal
research that teachers have conducted all along.
The teacher-as-researcher movement also
encourages teachers to adopt a broader view of
what constitutes research, who can conduct
research, and how research can be carried out.
Because promoting research and reflection atthe
classroom level encourages innovation, improves
teaching practices, and creates more effective
leaming environments (Allen, et al., 1988; Kelsay,
1990; Kochan, 1980), teacher researchers are
playing a pivotal role in linking teaching, research,
and practice to school improvement.

Kelsay (1990) observes that teachers conduct
classroom research for a variety of reasons.
Among their goals are to

* make better decisions about teaching and
leaming by studying teachers and leamers in
context;

* revolutionize teaching practices through
reflection on experience and new ideas;

* “see” what they look at and interpret it;

* develop tools and skilis that will be useful in
understanding the meaning in what teachers
and students do in a classroom context;

® heighten responsiveness to instructional
variables and increase effectiveness in the
teacher role by focusing on self as “teacher-
as-leamer”; and

* heighten awareness of personalteaching style
and the teaching of colleagues. (p. 1)

Good teaching /s action research.
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1 Observing:
How |s your curiosity aroused?

¢ Spark/focus research interests by
observing teac hing, talking aboutand
comparing observations with
colleagues, and reading about
observations.

Questioning:
What do you really want to know?

® Apply question development
strategies: forexample, write aphrase
describing a research interest and
turn it into the question(s), conduct
interviews to uncover research
question(s), and review literature to
leam about previous questions and to
focus questions.

3Uslng resources:
Who can help you explore your
question(s)?

¢ Collaborate with school colleagues,
students, parents, community experts,
community organizations, and others
interested in the same or similar
question(s).

¢ Conductcomputerdatabasesearches
and reviews of literature related to the
question(s).

® List other resources required to study
the question(s): administrative
support, tima, assistance with the
research process, inservice needs,
etc.

4

The following stages of teacher-conducted research are proposed by Allen et al. (1988):

Planning and Analyzing:
How can you study your question(s)?

Determine whatisfeasible givendistrict
policy, time constraints, available
expertise, and other resources.

Develop a plan or method for studying
the question(s).

Design data-collection instruments:
observation form, interview format,
surveys, tests, and/or other evaluative
forms.

Conduct the study: administer
instruments.

Analyze and synthesize findings.

Sharing:
Wholsinterested iInwhat youare learning?

Reflect on and share the research
process, ongoing findings, problems,
insights, and interesting responses with
the school community and others in
weaekly or monthly staff meetings.

Document processes, findings, and
recommendations for other teachers,
parents, etc.

Disseminatefindings to the largerschooV/
research community and through local,
state, and national presentations;
papers, reports, newsletters, articles,
etc. (p. 380-85)
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In addition to improving instruction, the teacher-as-
researcher process has beneficial effects on
teachers. Allenetal. (1968) describe three significant
results of teacher-oconducted research:

Teaching is transformed in important ways:
teachers become theorists, anlwlaﬂm their
intentions, testing their assumptions, andfinding
connections with practice.

Teachers' perceptions of themselves are
transformed. They step up the use of resources,
form networks, and become more active
professionally.

Teachers become critical, responsive readers
and users of current research and more
authoritative in thelr assessment of curricula,
methods, and materials.

Schrader, Foster, and Kochan (1888) also cite an
increase in perceived professional confidence
among teachers who conduct school-based
research.

24

36




Dynanute ldeas:

When conducting formal studies, teacher
researchersoften call on persons who have content
and research expertise to help with the following
planning and analysis activities of  their
investigations. These advisors can assist with

® designing data collection instruments (e.g.,
observation forms, surveys),

® analyzing findings (e.g., content analysis,
statistical analysis), and

¢ synthesizing results of analyses.

Appropriate resource people for this stage may be
found in the school or university community; in
professional organizations; orin otherlocal, district,
and state agencies.

To promote interaction between research and
practice, increasing numbers of university
researchers are forming liaisons with classroom
teachers, and more and more graduate studants
are forming partnerships with classroomteachers
to conduct educational research.

meteacher-as-msearchar,
| moveman(. .- 8ncourages

broader view of whati“‘
_oonsmutagmsearch who_

cOntact Dr Nancy Davls. Panama Clty
Campus, Florida State Unlverslty. Panama
City. FL 32401 (904)644-1031....
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“A Cure for Frlgmontod Schedules In
Elementary Schools,” RobertL. Canady, October
1988, Educational Leadership, Vol. 46

An excetient resource for schools contemplating
altemative scheduling structures, this article
detailed instructions on how to pian a paraliel biock
schedule to accommodate pull-out programs,
provide more time for direct instruction, and ensure
a less fragmented school day. The articie also
includes charts depicting exampie biock schedules
and recommends several additional references on
altemative school schedules.

A Place Called School, John Goodlad, 1984,

Based on “A Study of Schooling,” an extensive on-
the-scene investigation of classrooms across the
country, this book contends that schools must be
redesigned piece by plece i significantimprovement
is to occur. All aspects of schooling are considered,
incliaing school-community relations, quality of
teaching, time spent by students on tasks, and
instructional methods. Contact: McGraw-Hill, 1221
Avenue of the Americas, New York, NY 10020

“A Review of the Pesr Coaching Literature,”
Robert Ackland, Winter 1991, Jounal of Staff

Development, Vol. 12

This article provides a concise overview on the
origing, characteristics, and objectives of peer
coachingprograms. ltincludes alistof 15 logistical
considerations for implementing peer coaching;
several studies thathave been conducted on expen
and reciprocal peer coaching programs, with a briof
description of each program’s objectives; and
numerous references.

“Advancing Professional inquiry for Educational
Improvement Through Action Research,”
Donald M. Miller & Gerald J. Pine, Summer 1990,
Journal of Staff Development, Vol. 11

Miller and Pine maintain that the role of researcher
enablesheaehembenhmoehepmfesslonalstabs
of teaching, generate theory and knowiedge, and

increase the effectiveness of improvement efforts.
Therefore, staff development should facilitate
teacher initiative and leadership, value teachers as

experts, andpromote teacher inquiry. They identify
several conditions necessary to foster action
research as asiafldevelopment approach, lndudlng
technical assistance, time for |

reflection, andopponunltles for oollabomtlon

Buliding a Profassional Cylture in Schools,
Ann Lieberman (Editor), 1988

This book examines restructuring from the
perspectives of educators such as Roland Barth,
Phillip Schlechty, Lynne Miller, and others who
have participated in restructuring efforts. Partone
examines the conditions necessary for changing
school culture. Part two discusses collaboration
and expanded leadership roles for teachers.
Chapters 9 and 10documentrestructuring efforts in
two school systems. Contact: Teachers Coliege
Press, Columbia University, 1234 Amsterdam
Avenue, New York, NY 10027

The Collaborative Ciassroom: Reconnecting
Teacheis and Leamers, North Central Regional
Educational Laboratory, 1980

This collection of instructional guidebooks and

isahelpful resource forteachers wishing
to promote collaborative learning. Contact: North
Central Regional, Educational Laboratory, 1900
Spring Road, Suite 300, Oak Brook, IL 60521
(708)571-4700

Complementary Methods for Research In
Educstion, Richard M. Jaeger (Ed.), 1988

This overview of educational research techniques
is auseful introductory text for teacher researchers.
Contact: American Educational Research
Association, 1230 17th Street, NW, Washington,
D.C. 20036 (202)223-9485

Cooperative Learning: Tralning Manual,
Alabama Department of Education, 1980

Designed for K-12 teachers, this training manual
presents a comprehensive approachto cooperative
learning in the classroom. Based in large part on
the work of DavidW. Johnsonand Roger T.Johnson
ofthe University of Minnesota Cooperative Learning
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Center, the manual covers all aspects of cooperative
learning from selecting lessons approoriate for
cooperative leaming to modeling cooperative
learning skills to assessing cooperative leaming
progress. ?O}I:;ety of lesson pl:: and %c.n}lvgo&s
appropriate grade leveis areincluded.

Division of Student Instructional Services, Alabama
Department of Education, Room 3347, Gordon
Persons Building, Montgomery, AL 36130-3901
(205)242-8445

Designing Meaningful Professional
Development: A Pianning Tool, Thomas Oison,
Jocelyn Butler, and Nancey Olson, 1991

This reportfrom the Northwest Regional Educational
Laboratory states thatthe mosteffective professional
development programs are planned with teachers’
interests and experience in mind. It recommends
thatteachers have increased inputinto professional
development as well as opportunities for
collaboration with each other and with
administrators. The authors 0 suggest that
training be aregular partof the woik week throughout
theyear. Alengthy listof questions andtools to help
educators analyze their own schools and districts is
included. (Cite order no. NL-991-SE, 45 pages,
$8.25.) Contact: Northwest Regional Educational
Laboratory, 101 S.W. Main Street, Suite 500,
Portland, OR 97204

Ethnographic Research: Theory and
Application for Modern Schools and Socleties,
Marion Lundy Dobbert, 1982

This book examines case studies and other types
ofqualitative research appropriate forthe classroom.
Contact: Praeger Publishers, 521 Fifth Avenue,
New York, NY 10175

From Teacher to Leader: Tralning and Support
for Instructional Leadership by Teachers, Tom
Bird & Judith Warren Little, 1985

This essay examines the teacher-as-leader role
and identifies ways that district officials, principals,
and other teachers can support teacher
leaders. Contact: Far West Laboratory
for Educational Research and Development, 1855
Folsom Street, SanFrancisco, CA 94103, (415)565-
3000

Melvin, & Patricia Sizermore, Summer 1990, Journa/
of Staff Development, Vol. 11

Of interest to teachers in all subject areas, this
articie provides a concise overview of teacher-
conducted research and outiines strategies for
planning research. A model of a research plan is
included as well as an exampie of an action research
plan detailing procedures, observations, and
evaluation.

Leaders: The Sirateglies for Taking Charge,
Warren Bennis & Burt Nanus, 1985

This book examines the transformational nature of
effective leadership—tha ability to translate vision
into reality. Ilustrated by numerous exampies from
history and modern business practices, it presents
strategies for becoming an effective leader and
concludes with a chapter on leadership and
empowerment. Contact. Harper and Row
:’mublwezz rs, 10 East 53rd Street, New York, NY

The Mentor Teacier Casebook, JudithH. Shulman
and Joel A. Colbert, 1987

Drawn from a two-year study of the implementation
of the Califomia Mentor Teacher Program, The
Mentor Teacher Casebookisdesignedas atraining
guide for mentor teachers. Of special interest to
teachers is Part Il, in which experienced mentors
describe how they and novice teachers set the
“ground rules” for their work together; Part i,
which addresses a variety of administrative issues,
ranging from appropriate mentor-novice matches
to emerging relationships between mentors and
principals; and Part |V, which examines both the
positive ahd negative aspects ofmentoring. Contact:
Far West Laboratory for Educational Research and
Development, 1855 Folsom Street, San Francisco,
CA 94103, (415)565-3000

“Professional Growth and Supportthrough Peer
Coaching,” Patricia Raney & Pam Robbins, May
1989, Educational Leadership, Vol. 46

This article describes a successful peer coaching
program for new and probationary teachers in
Sonoma County, Califomnia. Inaddition todescribing
the program's impiementation and benefits, the
authors provide guidelines for developing a peer

“Improving Writing InstructionThrough Teacher  coaching program and an outline of topics for peer
Action Research,” Sarah L. Dowhower, Mary P.  coaching training sessions.
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“Redefining Supervision” issue, Educationa/
Leadership, May 1989, Vo). 48

This entire volume of Educationa/ Leadership is
devoted o the roles of sachers and
administrators. Among the topics the articles
address are site-based managemem, teacher
omg:'wamm. peer coaching, and refiective
teaching.

Resident Supervisory Su for Teachers
(Rssn.NuuondDMudonNm

Validated as by the National Difusion
Network, Resident Supervisory Support for
Teachers (RSST) is a training program for peer
coaches. A nonjudgmental, nonevaluative
approach, the program emphasizes interpersonal
communication, conferencing techniques, anddata-

oK .(10) Clinical Supervision Mode,
(2)ciassroom onservaton, (3)analysisandstrategy,
-observation

(4) post conference, and (S) post-
conference for effective/ess
effective and xperienced teachers
in all discipiines at all grade levels, the training

program is ideal for schools with limited resources
for Instructional support and professional
development. Schools thathave the RSST
program inc'cate that it has resulted in improved
classroom performance, a ¢ "eater understanding
of the teaching-leaming process, Improved self-
analysis skills, and reduced teacher isolation.
Contact: Delores W. Hamilton, Director, RSST,
800 Eudlid Street, N.W., Room 316, Washington,
DC 20001 (202)673-7708

The Role of a Learning Community in Changing
Teachers' Knowiedge and Beliefs About
Mathematics Education, Sandra K. Wilcox,
:’an;ela Schram, Glenda Lappan, & Perry Lanier,
99

This reportdeacribes apreservice programdesigned
to develop leamning communities among teachers.
Through the program, prospective teachers
practiced working together on mathematics
activities, then applied coliaborative teaching
approaches during their first years as teachers.
(Cite order no. TL-RR-91-1, 30 pages, $5.90.)
Contact: National Center for Research on Teacher
Learning, 118 Erickson Hall, Michigan State
University, East Lansing, Mi 48824-1034

Cambridge, MA 02138

Sometimee a Shining Momeni: The Foxfire
Experience, Eliot Wigginton, 1986.

This book documents the author's 20 years'
experience as a high school teacher and creator of
the Foxfire Chapter | contains recoliections,
journal entries, letters to friends, and student

ts chroniciing inton’s life as a
classroom teacher and his @ with the

ofbeing ateacheranddescribes the characteristics
of good teachers. Chapter lIl outlines how schools
can an integrated, participatory curriculum
that allows teachers and students to work together
in meaningful ways. Contact: Anchor Books,
Doubleday, 666 5th Avenue, New York, NY 10103

Teacher Empowerment and Professional

Knowiledpe, Gary Lichtenstein, Mibrey McLaughilin,
& Jennifer Knudsen, 1991

report conciudes that teachers are
empowered more by professional than
from structural reform. As distinguished from
traditional staif development, this professional

includes kn of the professional
community, which helps teachers recognize their
expertise and expand their notions of what is
possible; of education policy, which
enabies teachers to be informed of (and to inform)
decision making; and subject area knowledge,
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which provides the foundation for authority and
professional discretion, provides a basis for
collegiakity, and informs policy decisions. The
researchers also indicate that, once teachers are
provided opportunities fordeveloping professionally,
their interests emerge idiosyncratically: some
teachersfocus on building program continuity within
their departments, others experiment with new
pedagogical techniques, and still others devote
their energy to policy issues. (Cite CPRE Research
Report Series RR-020.) Contact: Consortium for
Policy Research in Education, Building 4090,
Livingstone Campus, Rutgers University, New
Brunswick, N.| 08903 (908)932-207 1

“Teacher as Researcher” issue, Theory Into
Practice, Summer 1990, Vol. 29

This issue is devoted entirely to the teacher as
researcher. Included are articles on teacher-
researcher collaboratives and methods for
conducting action research.

Teachers, Thelr World and Thelr Work:
implications for School improvement, Anne
Lieberman & Lynne Miller, 1984

‘The authors examine the complaxities of teaching
by describing the social realities of the classroomas
well as the constraints under which teachers work.
In separate chapters, the authors describe the
working conditions that are specific to elementary
schools and seconcary schools and the implications
for staff development and school improvernent
projects at both levels. The book also discussas
teachers as adult learners, examines successful
strategies and organizing frameworks for school
improvement projects, and outlines the components
and processes of change. Also includedis areview
of research conducted on change in schools and
projects thattranslate researchintopractical, school-
based strategies. Contact: Association for
Supervision and Curriculum Development, 1250
North Pitt Street, Alexandria, VA 22314-1403

Teachers Who Lead: The Rhetoric of Reform
and the Realities of Practice, Patricia A. Wasley,
1991

The teachers in Wasley's case studies reveal that,
while they feel they have grown professionally and
have received recognition for their work elsewhere,
they rarely feel that they influence the teachers in

their own schools. Attributing this irony to the lack
of opportunity to share professional practice with
colieagues, Wasley proposes a system through
which teachers and administrators work
' withinaschoolto proposals
for instructional improvement, with teachers
recommending leadership positions forthemselives
to plan and implement the programs. Such a
proposal wouldincrease both the influence and the
number of teacher leaders. Contact: Teachers
College Press, Columbia University, 1234
Amsterdam Avenue, New York, NY 10027

Trouble in Paradise: Teacher ConflictsinShared
Decision Making, Carol H. Weiss, J. Cambone, &
Alexander Wyeth, 1991

This occasional paper cautions teachers to be alert
to the fact that shared decision making places them
in unfamiliar roles and requires new skills of them.
Having learned the hard way—through trial and
error—experienced decision-making teachers
recommend that teachers who are beginning to
assume decision making responshbilities be given
staff development training in decision-making,
leadership, and negotiation skills; implementation
strategies; andsubjectmatter contentforthe issues
that decision-making teams will address. (This 26-
pagepaperisavallable for $4.00.) Contact: National
Center for Education:z. Leadership, Harvard
Graduate School of Education, 443 Gutman Library,

6 Appian Way, Cambridge, MA 02138
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Principal as Visionary
» Dreaming the Dream
+ Enlisting Support
+ Shaping School Culture
Principal as Enabler
+ Leading and Managing
+ Fostering Collaboration
+ Providing Support
Principal as Role Model
- Emulating Characteristics of Effective Leaders
« Communicating Values

» Demonstrating Trust
« Providing Instructional Leadership

Principal as Motivator
+ Building Morale

« Encouraging Professionalism
+ Recognizing Achlevement

Resources
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-
NEW ROLES FOR PRINCIPALS

Mother:  It's time to get up for school.

Son: I'm not going to school!

Mother:  Why not? /

Son: Because everybody at the school hates me—
tha,teachers, the kids, the Janitor—they all hate
me

Mother:  You have to go. You're the principal.

Anonymous

Being a school principal is not an easy job. In fact, with today's added
responsibilities of increased autonomy—and increased accountability—brought
on by education reforms, it is one of the most demanding jobs imaginable. To
assist principals in meeting these demands, many schoois are taking a lesson
from the nation’s most successful companies and adopting decentralized forms
of school govemance. Among them, shared dedision making isgaining acceptance
as a way to develop the “community of leaders” necessary to design and
implement school improvement programs, to handie increased responsibilities,
and to accomplish educational goals (Lieberman, 1988, p. 648).

With shared governance also come new models of leadership. Ratherthanbeing
transactional leaders whose primary functions are managerial and supervisory,
principals are becoming transformationalleadsrs—visionaries, enablers, models,
and motivators—people who, as characterized by Phillip C. Schiechty (1990),
*create visions and goals and . . . cause men and women to transform the
institutions of which they are a part.” (p. 151)

Chapter two examines four vital roles that principals assume as leaders in
restructuring schools. The first role addressed is that of PRINCIPAL AS
VISIONARY—dreaming the dream and enlisting support to make it come true.
The second section, PRINCIPAL AS ENABLER, presents strategies for
empowering others to excel by providing leadership and management, fostering
collaboration among staff members, and providing them with support. PRINCIPAL
AS ROLE MODEL identifies characteristics of effective leaders and discusses
how effective principals set the example of excellence for their schools. The final
section, which discusses the PRINCIPAL AS MOTIVATOR, examines how
effective leaders encourage outstanding performance by building morale, fostering
professionalism, and recognizing and rewarding achievement.

A serigs of “Dynamite Ideas” is presented in each section, and the chapter
concludes with an annotated list of resources.
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PRINCIPAL AS VISIONARY

The process of real change begins with the leadership of one or more people who have
a deeply-felt vision—cali it a passionate vision—of a great future for their school; people

who can raise their eyes high enough above the dally smog
do wonderful things if the conditions are right; people who believe that having

to see that ordingry kids can
agreatday

at school is a lot less exhausting than having a lousy day; people with a faith that hard
work directed at worthwhile goals can produce amazing results.

Dennis Littky, Principal
Thayer High School, Winchester, New Hampshire
Restructuring American Schools, 1989

Researchers and theorists inboth private industry
(Bennis, 1989, 1990; Kouzes & Posner, 1988;
Peters & Austin, 1985; Peters & Waterman, 1982)
and education (Barth, 1988; Beckner, 1990; Lewis,
1989; Schlechty, 1990; Tewel, 1989) agree that
the first requirement of effective leadership is
vision. Describing the exemplary leaders he
interviewed for his primer on leadership, On
Becoming a Leader, Warren Bennis (1989)
observes that of all the characteristics that
distinguished effective leaders, ‘the most pivotal
was a concern with a guiding purpose, an
overarching vision” (p. 6).

In their research on effective schools, Corcoran
and Wilson (1991) report similar findings on the
principal’s role as visionary:

Parents, teachers, andstudents are
unanimous in citing the principal as
providing the necessary vision and
energy in creating and maintaining
conditions for success. (p. 127)

Before any significant improvement can occur in
a school, those in leadership positions must have
vision--not unfounded fantasy--but rather a clear,
informed ‘Dig picture” of what they want their
school to become. Vision is the driving force that
inspires both leader and followers to work hard to
reach the necessary goals to create reality out of
their dreams (Beckner, 1990).

A leader cannot lead others without a vision of
where he or she is going, and the more informed
that vigion Is, the stronger and more successful
the leadership willbe. Consequently, aprincipal’s
vision for a school should be thoroughly grounded
inresearch, bestpractices, the school community’s
goals, and other factors that will influence the

vision's attainment (Lewis, 1989).

A AASAOBAAAE

T,

's Vision:.

® Be clear about your heliefs and identify the
beliefs of employees, parents, and community
members.

* Involve the stakeholders in creating a vision of
whatthe school's programs and culture should
be in the future.

® Lead the stakeholders to a consensus
agreement on the mission of the school.

® Scan the external and internal environment to
identify the trends that must be considered
when devising plans for your school.

*® Ciearly identify those outcomes (goals and
objectives) that you plan to achieve by some
future date.

¢ Develop action plans that identify
* who i8 responsible for achievement,
* how it is to be measured,
* when it Is to be achieved, and
* what specifically is to be achieved (Herman,
1989, p. 56).

33
44



A follower cannot follow without knowing where
leaders are headed. Therefore, an effective leader
must also have the communicative and political
skilis to convey his or her vision and to marshal
resources. A crucial firststep in creating acommon
sense of direction among all members of the
school community is the development of amission
statement articulating the vision for the school
(AASA, 1988; Barth, 1988; Beckner, 1990; Chance
& Grady, 1990; Lewis, 1989; Schiechty, 1990;
Tewel, 1989).

The mission statementidentifies whatthe school's
goals are (expressed as student outcomes) and
how those goals will be accomplishe. In addition
to guiding the work of the school’s staff by providing
criteria for including soma activities and excluding
others, research on effective leadership also
reveals that clearly articulated visions inspire
significantly higher levels of employee
commitment, esprit de corps, pride, productivity,
and job satisfaction (Kouzes and Posner, 1988).

Research aiso indicates that the most compelling
mission statements are worded simply. Comparing
the phiiosophies of seven exempiary schools to
those of the best companies in the country, Peters
and Austin (1985) note the following similarities:

As the best companies are imbued
with philosophies, so apparently
are the best schools. But the
parallel doesn't stop there.
Effective and lasting corporate
phllosaphlesamln wmwout"lhe
obvious” and “common sense.”

Success lies in the fact t+ gy
are Kved with intensity. Lu..s8,
the best school philosophies are
simple and to the point. (p. 397)

Heller's (1989) report on nationally recognized
schools also finds clearly defined goals at the
center of a school's sense of mission. Forexample,
the goal of Loyola High School of Baltimore, Inc.,
Towson, Maryland, is to teach students “to think
reasonably, to write and speak correctly and
convincingly, andto perceive the interdependence
between learning and life" (p. 8). Cranbrook
Kingswood School of Bloomfield Hills, Michigan,
seoks "to prepare students to flourish in an
increasingly complex world, to move into higher
education with competence and confidence, to
grow physically as well as intellectually, to respect
and appreciate the arts, and to leave our
stewardship with a strong sense of social
responsibllity” (p. 10-11).

The school’s vision should also be communicated
to all stakehoiders to clarify the goais of the school
and, ideally, attract supporters (Goodlad 1991).

School leaders often reinforce vision with symbols.

Forexample, they inspire wide-scale commitment
through symbolic ceremonies such as the signing
of pledges, motivational meetings, and rallies.
More tangible symbols, such as mottoes, embiems,
andposters are also used extensively to represent
missions (Kouzes & Posner, 1988; Schein, 1991).




co g GTHE mu Dynamite ldear

The following model for communicating a school’s
vision is based on the approach of the Winona
School District, Winona, Minnesota, to sharing its
vision of success for all learners through outcome-
based education:

1. Anopeningdayinservicefeaturingchiefarchitects
of the vision

2. Follow-up meetings between the superintendent
and elementary school and secondary school
faculties to discuss ideas and best practices

3. Anintemal and externalcommunications network,
including newslatters, newspapers, and radio
announcements, to communicate the school's SR
vision, progress, and milestones R

4. Monthly meetings of district leaders and
committee chairpersons to focus on the vision
and its implementation

5. Linkagesbetween districtstaff andtheirregional
counterparts involved in similar initiatives

6. An affiliation with business associations for 'j X
sharing the vision with private industry (Sambs | .
& Schenkat, 1990)

Finally, in addition to having a dream about the
future and a clearly defined sense of direction, a
lsader must be able to communicate the vision in
ways that encourage followers to enlist in his or
her cause. Not only do they need to know where
they are headed and how they will get there, but,
to give their full support, followers must believe
that they want to be there. A leader must,
therefore, be able to convey an attractive image of Qavel s € _
the future. Accordingly, effective leaders link the treats,
organization’s goals with employees’ and other ¢ I
stakeholders’ goals, creating a vision of a future that
they want to help bring about (Kouzes & Posner,
1988; Palaich & Flannelly, 1984).

Polk Oounty Sd'nools Post Ofﬂoe Box 638,
Colunbus Nc 28722 (704)8%3051
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As the chief architect of cultural change, the
principal fulfills a role that Fullan (1881) doscdbes
as essantial to the process of improvement:

Cultural leadership is the art of fusing personal

vision with an organization that needs direction.
Cultural leadership in schools requires a principal
with a mission and a school community that
recognizes the need for change. Above all it
requires a willingness to challenge some of the
basic values, beliefs, and traditions that underile
the school’s culture—those intangibles that give
the school its “feel” and create the unspoken
understanding of *“how things are done around
here” (“The Principal’'s Role in Shaping School
Culture,” 1990, p. 2).

Serious reform . . . is not
implementing single innovations.
It is changing the culture and
structure of the school. Once that
is sald, it should be self-evident
that the principal as head of the
organization is crucial. As long as
we have schools and principals, if
the principal does notlead changes
in the culture of the school . . .
l;npmvamaht wiii not happen. (p.
69)

Asserting thatthe “only thing of real importance
thatleaders do is to create and manage culture”
Schein (1991, p. 2), maintains that leaders of
cultural change must meet the following
requirements:

Perceptionand insight: The mostsuccesstul
architects of change are those who are
objective about themselves and their
organizations. Often these are people who
have worked inother organizations andwhose
insight comes from contrasting their current
organization's culture with other cultures.
Others rely on outside consuitants to serve as
“cultural therapists,” heiping the leader to
analyze the organization's culture and
determine how it can be changed (p. 323).

Emotional Strength: To bring about cultural
change, leaders must be willing to endure the
process of acknowledging the flaws of the
existing organization. The leader must also
be prepared to absorb much ofthe anxiety that
change brings with it. Because the leader is
challenging fundamental assumptions of the
organization, he or she will likely be the target
of anger and criticism, particularly during
unavoidable but seemingly interminable
transitional periods between change and
results.

Abllity to Change Cuitural Assumptions:
The most successful change agents are those
who are able to convince their staffs to
acknowledge the problems with the
organization, to lead their staffs in recognizing
the need to replace or re-define cultural beliefs,
and to sell them on new vigions and concepts.

involvement and Particlpation: Leaders
involved In cultural change must be able to
balance leadergship and participation.
Recognizing that the whole organization must
believe in the proposed changes, the most
successful leaders listen to others' insights and
involve the group in decision making. By being
genuinely participative in their approach, they
are able to stimulate the motivation necessary
for change to occur within the organization.

Depth of Vision: Above all, the leader’s vision
must be accurate, and the proposed changes
must be right for the organization. Not only
should the changes address significant
problems, but they should also be consistent
with deeply rooted cultural values. Thus, a
sucocessful leader of cultural change has insight
into external factors and trends affecting the
organization aswell as the thoughts and feelings
of the organization's members.




Ray

Murdock
Principal of a Rural Elementary School

When Ray Murdock arrived at Jefferson
Elementary School, he faced a tremendous
chalienge. Overall, Jefferson was anunpleasant
place to be; the building was dilapidated,
morale waslow funds were minimal, and the
high proportion of transient families made

sustaining parental support difficult.

Murdock wanted to make Jefferson asupportive
haven for students’ academic growth and self-
estaem. He, therefore, gave teachers autonomy
in selecting instructional strategies, then heid
them accountable for results. To create a
cohesive faculty and an atmosphere conducive
to learning, he hired teachers with similar
educational values.

Murdock also created a school culture in which
children felt secure and accepted, one that
made them want to come to school. He
organized table tennis and tether ball
toumaments and met with each child in his
office for special recognition on his or her
birthday.

With a strengthened sense of community, the
dedication of faculty, and the interest of students,
Jefferson Elementary has become a center of
community life.

Hank Cotton
Princlpal of a Suburban Secondary School

Before Hank Cotton's arrival at Cherry Creek, a
wealthy suburban high school, the school had
an “open campus”policy which allowed students
to come and go when they had no class.
Because sanctions for cutting class were not
regularty enforced, attendance was below 80
percent for some classes.

On the premise that attendance is the
prerequigite for performance, Cotton instituted
a new attendance policy. Soon after, 235
students were suspended for infractions, and
Cotton was constantly on the telephone
defending the new policy to irate parents. The
pollcy gained support, however, as itwas easily

in terms of other parental values—
students have to be in class to leam.

Soon the attendance rate at Cherry Creek
became among the highestin the dis-trict, not,
according to Cotton, because students feared
sanctions butbecause attendance becamepart
of the school's mores—part of its culture.

Frances Hedges
Principal of an inner City Elementary School

Ten different languages could be heard on the
grounds of Orchard Park Elementary School,
located in a poor urban community. Because
many studentslackedbasic English proficiency,
Frances H spearheaded a major effortto
develop a strong reading and language arts
program in her school. She believed that if
students could improve their reading, other
academic areas would improve as well.

Shewentinto classrooms regularly and worked
withteachers, monitored studentprogress, and
reviewed all report cards. When teachers
resentedthe “intrusion” of the reading specialist
she had hired, Hedges organized a retreat
weekend at which conflicts were aired and
resoived. In the process, shared values were
strengthened and staff relations were improved.

With the entire school community working
together, student achievement rose
(Principal’'s Role,” 1990, p. 2).
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PRINCIPAL AS ENABLER

A principal must be more than a cheerieader. A

principal mustbe a quarterback, a coach,

and on occasion a blocking guard. Somebody's got to dlear the path for a good teacher.

William E. Brock, Former Secretary

of Labor

and Member of the President’s Advisory Committee on Education
NASSP Butietin, Apri! 1991

When interviewing effective business leaders for
their definitive work on organizational

The Leadership Challenge, Kouzes and Posner
(1988) asked each one to describe his “personal
best.” One executive responded that he could not
describe his personal best “Because it wasn't me.
itwas us” (p. 133).

Aswith this executive, many of the business leaders
Kouzes and Posner interviewed indicated that
followers are what make the leader—not the other
way around. Indeed, when Kouzes and Posner
completed their research on over 500 successtul
leaders, they had falled to encounter even one
example of xtraordinary achievement that was
accomplished single-handedly. Time after time
they were toid: “You can't do it alone. it's a team
effort” (p. 133). What they did encounter during
their research was a strong relationship between
managerial effectiveness and empowerment.

Like the business leaders in Kouzes and Posner’s
study, effective principals are recognizing the value
of em others. Principals of restructuring
schools, in particular, are discovering that ‘you
can't do it alone” and are viewing teacher
e as away to fulfill restructuring goals.
By sharing authority and responsibility and by
enabling teachers to lead, these principals are
finding that they multiply the organizational power
of their schools.

Research indicates that effective principals must
be equally adept as managers and leaders. Smith
and Andrews' (1989) study of instructional
leadership, for example, found that strong
instructional leaders spent approximately the same
amount of time on program improvement (41
percent) as buliding management, , and
district relations (34 percent) (p. 29).

Because leadership is measured by results, in
addition to envisioning change, the must
have the rial skilis to bring about the
change. Thus, the principal must have the
organizational, problem-solving, and other
management skills to be able to mobilize resources
and trangform dreams into reality.

1 setting priorities
*Concentrate on the future rather than the
past.
*Choose your own direction rather than climb

on a bandwagon.
* Focus on the opportunity rather than the

problem.
* Alm for changes that will make a difference
rathur than changes that are safe or easy to

implsment.

2 Keeping the system functioning
*Qive employees greater control over their
*Make sure that empioyees have the tools

and information they need.
* Provide assistance when employees
encounter obstacles.

3 Setting agendas
* Set specifiic goals.
* Establish time ines.
* Focus organizational attivities on reaching
goals (American Association of School
Administrators, 1988).
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When it comes to people, however, most
researchers concur with the distinction between
leadership and management, that is, employees
respond better to the former. Kouzes and Posner
(1988) clarify the critical difference between the two Meaningful andlasting school improvementcannot

approaches as follows: occur without the commitment of teachers. Thus,
) the principal's primary goal in building school
Iftherels a cleardistinction between leadership teams is to garner support for change
g'r: gsosce:? ?e'a m&;ﬂ:ﬁ :hh: by involving teachers in decision making and
’ empowering them to work productively.
distinction between getiling others powsnng P y
to do and getting others to want to
do. (p. 27)

An effective principal gets teachers to “‘want to
do,” in large part by exhibiting the leadership
characteristics that Bennis (1988) distinguishes
from management characteristics: focusing ~n
peopie rather than systems and structures and
inspiring trust rather than exerting control.
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Team Bullding

To collaborate on decisions, teachers need access
to administrators and other teachers; consequently,
one of the most valuabile contributions thatprincipals
make as team buliders is arranging for ieachers to
have opportunities for collaboration and adequate
time to devote to theirisadership and instructional
duties. While providing teachers with ime poses
significant scheduling, staffing, and funding
challenges, it is essential to empowering teachers
to fulfill their naw leadership roles.

As explained by Ramona Berkey of the Institute
for Research on Teaching, Michigan State
University, everyone benefits when teachers are
given time to collaborate:

When they are given release time . . . to
observe, plan, and talk with one another,
teachers provide significant supportio their
colleagues andthey aligrow professionally.
They initiate changes andbecome creative
in their classrooms. Teachers are
energized and motivated and their feelings
are contagious. Students benefit and
colleagues and parents respond to these
positive changes (Lewis, 1989, p. 283).

Recognizing that unless teachers are able to
emerge from the isolation of the classroom, they
will not be able to fully participate in shared
leadership, effective principals devise innovative
solutions. For example, to give teachers
opportunities to exchange ideas and %o promote
the colieglality desired for successful restructuring,
the principal of a Chattanooga, Tennessee, high
school scheduled teaching assighments so that
teachers from the same disciplines had common
planning time. Through these collaborative
planning sessions, the teachers restructured the
ninth grade into mini-schools with teachers from
differentdisciplines teaching an activities-centered,
correlated curriculum (Tewel, 1989).

Through the NEA's Mastery in Learning Project, a
school-based improvement project involving 27
schools, teachers work collaboratively to redesign
their programs. in the belief that “every decision
about leaming and instruction that can be made
by a local school faculty should be made by that
faculty,” the project provides substitute days to
;g)able teachers to work together (Lewis, 1989, p.




Trust Bullding

Trust is the foundation of successful teamwork.
Therefore, a critical part of empowering school staff
members to lead is fostering trust among them.

Because they have worked in isolation for so long,
teachers often distrust the intervention of others,
including, as resistance to peer reviewhas indicated,
other teachers (Lewis, 1989; Lieberman, 1988). In
building colleagueshipamong teachers, anenabling
principal is sensitive to potentially threatening
situations and avoids pitting teacher againstteacher.
For example, to avoid elitism, the principal resists
the temptation to repeatedly call on the same select
group of “trled and true” teachers to perform
leadership duties. In addition, when peer review
programs are established, the principal selects—or
encourages the selection of—teachers who willbe
supportive rather than judgmental as peer coaches.

To be effective school leaders, teachers musthave
the knowledge to make informed decisions. To
empower them to become more knowiedgeable,
effective principals provide teachers with access to
relevant information as well as opportunities to
share knowledge. Thefollowing examplesillustrate
a variety of ways in which principals can support
teachers' efforts to become more competent
decision makers:

* sharing relevant information (journals, research,
etc.)

* providing professional development training,
including staff-conducted training

* scheduling release time for decision making and
other collaborative activities

* providing substitutes to enable teachers to attend
workshops, seminars, and conferences

* @ncouraging enroliment in college courses and
advanced degree programs as well as

independent study

* arranging class schedules to permit teacher
collaborations (e.g., interdisciplinary teams)

* arranging retreats

* gnoouraging staff members to share information
and ideas routinely, exchange resources, and
work interdependently

Often the role of the empowering principal is
simply to “clear the path.” Many of the exceptional
teachers recognized by the national Thanks Tn
Teachers competition sponsorea by Apple
Computer, Inc., attribute their success to the
opportunity to work with supportive, empowering
principals who “clear away the underbrush of
regulations in order to let teachers find their way
through difficult terrain® and realize their full
potential (Maeroff, 1991, p. 5).

Just having the opportunity to participate in decision
making can be enough to inspire teachers to
adopt the leadership practices of professionals in
other fields, such as consulting with each other to
soive problems and committing themselves to
professional growth. To lllustrate, Patrick
O'Rourke, president of the Teachers Federation
and a major force behind Hammond, lllinois’,
adoption of school-site management, describes
the effects of their new decision-making roles on
the teachers:

Teachers are clamoring for more
information, for current state-of-
the-art research on every aspect
of curriculum, of schooi

organization, of teaching practice.
They want the latestjournals; they
wantworkshops; theywantto know
what other school districts have
tried, and what has worked and
what hasn't. (p. 14-15)
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PRINCIPAL AS ROLE MODEL

Leaders walk their tak. In true leaders, there is no gap between the theories thoy

espouse and the life they practice.

Warren Bennis
On Becoming a Leader, 1989

Research on effective leaders is clear. they
practice what they preach. Berman and
McLaughlin's (1877) study of innovation in 300
school districts, for exampie, foundthatprincipals’
actions (as opposed to their words) indicated
whether a change was to be taken seriously or
not. In addition, they found that “projects having
the active of the principal were mostlikely
to fare well” (p. 124). Case studies conducted by
Hall, Hord, and Griffin (1980) also reveal positive
correlations between principals’ actions and the
implementation ¢! Innovations.

Describing the profound Importance of a leader's
role as a credible model, Kouzes and Posner
(1988) observe:

Above afl else, we must believe in
our leaders. We must believe that
thelr word can be trusted, that they
will do what they say, that they
have the knowiedge and skill to

lead, and that they are personally
excited and enthusiastic about the
direction in which we are headed.

(p. 22)

in three nationwide studies of leadurship
characteristics, Including surveys of 1,500
managers, 800 federal administrators, and 2,600
corporate executives, Kouzes and Posner (1988)
tfound that the four most important characteristics
of superior leaders were consistently ranked as
follows:

1 Honesty

2 Competence
3 Vision

4 Inspiration

Research on effective principals has produced
similar findings. Blase's (1987) study ofteachers’

perapectives on school leadership, for example,
al=o associated honesty, competance, vision, and
inspiration with effective school principals.

Honesty

In each of Kouzes & Posner's (1988) surveys on
leadership qualities, honesty was selected more
often that any other quality as a characteristic of
superior leadership. According to interviews with
respondents, leaders are considered trustworthy
when they do what they say they will do, are
consiatent (l.e., they practice what thay preach),
have confidence in their own beliefs, and will take
stands onimportantissues. Similarly, theteachers
in Blase's (1987) study characterized trustworthy
principals as those who

* consistently follow established policies,
regulations, etc., particularty in enforcing
rules related to student discipline;

* make decisions based on sound
educational practice rather than political
pressure;

* are falr in allocating resources, assigning
duties, distributing rewards and
punishments, handling interpersonal
confiicts, etc.;

* are decisive; and

* ‘back up” teachers when conflicts arise
with students or parents.

Competence

Competence was the second most important
characteristic of superior leadership identified by
Kouzes and Posner's (1988) studies. According

4|
QG



to the managers surveyed, to enlist in a cause,
followers must belleve that the leader knows what
he orshe isdoing. To be perceived as competent,
a leader must be knowledgeabis about the
organization's operation—although not
necessarily at the nuts and boits level; if he or she
lacks specialized knowiedge, an effactive leader
relies on others in the organization for technical
expertise. A leader's competence is also judged
by his or her expertise in leadership skills
themsaelves (ability to challenge, inspire, enable,
model, and encourage) as well as his or her win-
loss track racord. The teachers in Blase's (1987)
study characterized the most cnmpetent principals
as

* being knowledgeable about curriculum and
research-endorsed practices,

* demonstrating awareness of teachers’ problems
and students' needs,

* willing to delegate authority, and

* fostering commitment, communication, and
cohesiveness.

Vision

Over half the respondents in Kouzes and Posner's
(1988) study of leadership characteristics indicated
that effective leaders are forward-looking. They
have a weil-defined sense of direction and
confidence inthe future of the organization. Blase's
(1987) study also identified similar qualities in
effective principals. The teachers in the study
characterized forward-looking principals as those
who

* set high goa's,

* inviteteacherinvolvementin setting and attaining
goals,

* have clear and reasonable expectations, and

* facllitate goal attainment (by establishing and
participating in goal-attainment processes, being
accessible, applying problem-solving strategies,
providing resources and support, praising
achievement, etc.).

inspiration

The abllity to inspire was ranked fourth in Kouzes
and Posner's (1988) study of effectiva leadersnip
characteristics. According to the responders'
comments, followers want leaders who are
enthuslastic, energetic, and positive about the
future. They also expect a 'sader tobe “abitofa
cheerieader” (p.21). Inspirationwas also identified
by the teachers in Blase's (1987) study as
associated with effective school leadership.
According to the teachers, they are most inspired
by principals who

* are goal-oriented, clarify goals, and collaborate
with teachers in achieving goals;

* praise and reward accomplishments;

* recognize achievement by assigning
(meaningful) responsibility;

* support teachers' professional development;
* are proactive in providing resources;

* interact with teachers and students (drop by
:I::srooms. attend co-curricular events, etc.);

¢ are hard-working, friendly, compassionate, open-
minded, and optimistic.

Summarizing their research findings, Kouzes and
Posner (1988) observe that the top rankings of
honesty, competence, vision, and inspiration
reveal that more than anything followers want
leaders who are credible. Blase draws similar
conclusions in his (1987) study of effective
principals, adding that "dramatic changes in the
soclocultural context of schools can be expected
as a result of changes in leadership” (p. €v7).

As the head of a school, the principal is its most
visible role model. He or she, therefore, has both
the opportunity and the responsibiiity to mode! the
cultural values ofthe school and to set the standard
by which staff and students measure their own
choices and behaviors. Recognizing that what
they do is far more communicative than what they
say, effective leaders are careful to model the
same values that they espouse.
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According to Kouzes and Posner (1988), leaders
communicate their values to others in four ways:

1 How they spend their time: Effective
principals give more than lip service to
the school's goals and values. Thsy
devote time to attaining goals and assisting others
in attaining goals. The most effective principals
are adept at managing and delegating routine
administrative tasks so that they can devote
adequate time to more vital responsibilities such
as instructional leadership.

What questions they ask: Questions,

particularly first questions, focus

smployee attention on particular issues.
By regularly asking questions about innovations,
for example, principals communicate their
importance. Questions such as “Have you tried
the grade-keeping software yet?” also give
employees direction by indicating the relative
importance of the subject. Effective prin
also ask specificquestions. While "How's itgoing?”
is inevitably answered with “Fine,” “What do you
think of the grammar textbook?” will ellcit
information. The specificity of the question also
communicates the principal’'s knowledge of and
interest in tuachers' activities.

3 How they react to critical incidents:
Effective leatlers adhere to organizational
values even in times of stress, budget

cuts, or other challenges.

4 What they reward: The rewards that
people receive—or Go not receive—are
the most tangible evidence of what an
organization truly values. Effective principals,
therefore, are particularly careful of what they
reward. Forexample, ifinnovation is encouraged,
risk takers, including those who fail, receive
rewards.

Trust is even more critical during periods of
innovation. Because ofthe uncertainties associated
with new directions and new reaponsibiiities, the
members of changing organizations, such as
schools in the process of restructuring, must be
abie to rely on each other f they are to attempt the
risks required of genuine innovation.

A good way for principals of restructuring schools to
begin building trust between themseives and
teachersisbye confidence intheteachers’
abliities to assume leadership ities. To
reinforce expressions of confidence, principals truly
entrust their decision-making teams with their

ities. While they monitor progress,

undermine the decision-making ptocess by taking
over the decision making. Principals also avoild
making unilateral decisions about matters that
shoukd ba addressed by decision-making teams.

Paramount in buliding trust between the principal
and the staff is the principal’s reaction to fallure. it
is crucial that the staff know they can count on the
principal when things go wrong. Therefore, rather
than being punitive when staff members tall, an
effective principal Is supportive by heiping them
assess the problem and find solutions. The
principal’s reaction to success is equally important.
The most effective leaders aregenerous with praise
and vigilant in ensuring that staff members get the
recognition they have earned.

In their study of leadership practices, Kouzes and
Posner (1988) found that the most important
leadership behavior was the leader's display of
trustin others. As explained by one chief executive
officer, “Trust is ariskgame. The leader must ante
up first” (Kouzes & Posner, 1988, p. 19). To
astablish a reputation for trustworthiness, a leader
must first trust others.




Not only does the principal's conduct set the
exampe for the staff but, as Barth (1990) ob-
serves, it also establishes the environment for the
entire school:

Ifthe teacher-principal relationship
can be characterized as helfpul,
supportive, trusting . .. so too will
others. To the extantthat teacher-
principal interactions are
suspicious, guarded, distant,
adversarial, acrimonious, or
Judgmental, we are likely to see
these traits pervade the school.
The relationship between teacher
and princlpal seems to have an
extraordinary amplifying effect. It
models what all relationships will
be. (p. 19)

In their study of principal-teacher interactions in
relationto innovation, Halland Hord (1987) identified

three distinct styles of instructional leadership:
responding, managing, and initiating. As depicted
inthe chart below, the styles range from “hands off”
(responder) to “hands on" (initiator), with
effectiveness increasing accordingly. Schools with
initiator-styled principles were the most successful
:E‘I’mplemwm innovations, followed by manager-

According tr all and Hord (1987) initiator
principals spent twice as much time as the other
two styles in consulting with teachers regarding
innovations. They also gave more direction to
teachers, stimulated more actions by teachers,
and focused more on students and leaming.

Other studies with similar findings regarding the
principal’s critical role as instructional leader report
greater gains in reading and mathematics
achievement in schools with strong instructional
leaders (Smith and Andrews, 1989); facilitating
teams led by principals as the most successful
change agents (Hall, 1988); and purposeful
leadership as key to academic and nonacademic
success (Mortimore, et al., 1988).

Responder

Manager

Initiator

-

Gives the district coordinator the
“run” of the school in helping
teachers imnlement new
curricula.

coordinator.

Attends to teacher requests for
resources.

Arranges for training in new
curricula by the district

Makes sure that all aspects of
the curriculum are in place.

Participates in staff development
training.

Gets teachars everything they
need in terms of resources as
well as policy changes
necessary for effective
implementation.

Tells teachers to let him/her
know if they need anything.

Attends the first inservice with
teachers then leaves imple-
mantation to their discretion.

Discusses plans for meeting
teachers' needs and solving
problems during weekly
meetings with other
administrators.

Monitors progress by reviewing
lesson plans and conducting
conferences when necessary.

Collaborates with teachers in
assessing needs and solving
problems.

Visits classroom regularly to
ensure thatteachers are infusing
lessons with excitement and
stimulation; “gets after” those
who are not.

*Adapted from Change in Schools:

Facilitating the Process by G. E. Hall and S. Hord, 1987, p. 215-216.
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Mortimore, et al. (1988) and Teddlie, Kirby, and
Springfield (1989) observed the following
behaviors of strong instructional leaders:

Visit classrooms regularly (occasionally
teaching classes)

Are knowledgeable about innovations
throughout the school

Keep teachers up-to-date on new and creative
ideas

Participate in the development of curriculum
guidelines, program planning, and policy
decisions

influence (butdo not control) curricular decisions

Workdirectly with individual teachers toimprove
teaching strategies

Monitor pupils’ progress
Influence teacher choices of inservice training

Regarding instructional leadership roles, several
of the schools recognized in the U.S. Department
of Education's Secondary School Recognition
P;‘ogram characterize their principal as someone
who

is a teacher, not necessarily in the clagsroom
but by example and by direction provided to
the students and teaching staff.

has never stopped being a leamer.

views clagsroom visits as an important part of
his or her instructional leadership role.

presents demonstration lessons for the benefit
of new teachers.

manifests contagious enthusiasm for leaming
and professional development.

demonstrates intense interest in instruction
research.

welcomes new ideas (Heller, 1989).




PRINCIPAL AS MOTIVATOR

For years now, studies have been pointing to the pivotal role of the principal in bringing
about more effective schools. Our own fiekd studies bear out these findings. In schools
where achievement was high and where there was a clear sense of community, we
found, invariably, that the principal made the difference.

E. L. Boyer
High School: A Report on Secondary
Education in America, 1983

While motivating employees is not, strictly
speaking, anewrole forprincipals, itis aparticularly
vital one for principals in restructuring schools.
Because faculty members are assuming new
leadership and decision-making responsibilities,
they are taking more risks than they have previously
taken and are, therefore, more in need of the
principal’s direction, encouragement, and support.
Because restructuring schools also offer teachers
more opportunities for achievement, they offer
. principals more opportunities for recognizing
achievement as well.

Inaddition to giving them additional responsiilities,
effective principals communicate their regard for
teachers by creating scnoolenvironments in which
teachers can thrive, recognizing the value of their
work, and rewarding their accomplishments.

To support teachers in their new roles, principals
can improve the teachers' status and, thereby,
thair morale by creating school environments in
which teaching is valued and teachers are
respected as professionals.

Maasroff (1989) suggests that teachers’ traditional
lack of status may be attributable to the conditions
under which they have worked:

Think about how difficult it is for a
teacher to leave the building to
attend a pertinent lecture during
the school day. Think about the

rushed iunches in horrendous
lounges that some teachers must
enaure. Think about the lack of
secretaries andfile and desk space
and the need to beg to use the
copy machine. Think about trying
to consider oneself a professional
and then being asked to spend
part of the day guarding the toilets,
walking p: ‘rol in & parking iot, or
disciplining kids who throw food in
the cafeteria. (p. 473)

One characteristic consistently evident among
the nation's most exemplary schools i3 the high
regard they accord their teachers (Corcoran &
Wiigon, 1991; Heller, 1989). Contrasting the
schools chosen by the U. S. Department of
Education’'s School Recognition program with
other schoois, Heller (1989) observes:

The concept that human beings
thrive when they feel valued is an
easy one to understand, but this
does not mean that all schools are
uniformly guided by it. The
administrators of the recognition
schools, however, pay ciose
attention to the climate in their
buiidings and communicate a sense
of worth to their teachers . . . They
also communicate to students,
parents, andthe communily atlarge
the knowledge that their schools
are staffed by the best kinds of
teachers. (p. 156)
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Principais can aiso improve morale by improving
the physical environment in which teachers work.
Freshly painted olassrooms, new ourtains in the
teachers’ lounge, and well-kept grounds contribute
to a pleasant working environment. “Liitle extras”
can also be morale boosters. Among the “perks”
cited by teachers recognized in Apple Computer's
Thanks to Teachers competition were assighed
parking places and out-of-classroom storage for
books and personal items (Maeroff, 1981).

To build morale, many of the exempiary schools
recognizedin the U.S. Department of Education’s
School Recognition Program aiso create pleasant
soclal environments for teache s by hosting
breakfasts and lunches, establishing "secret pal”
clubs, and sponsoring other social activities for
teachers (Heller, 1989).
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in their widely acclaimed book on America’s best-
run businesses, /n Search of Excellence, Peters
and Waterman (1982) offer the following
fundamental lesson from successful companies

on increasing employee productivity:

Treat people as adults. Treatthem
aspartners; treatthem withdignity;
treat them with respect. (p. 238)

Lisberman (1988) notes that many principals are
enhancingteacher professionalism by abandoning
the hierarchical and paternal relationshipe that
have traditionally existed between them and thair
staffs. Instead, through decision-making teams,
lead teacher assignments, mentor programs, and
other types of shared leadership, they are forming
partnerships in which teachers are viewed as
colleagues rather than subordinates.

In addition to improving morale, their improved
status promotes the level of professionalism that
teachers must bring to their new leadership
responsibilities and gives them the opportunity to
earn the kind of professional recognition that has
previously been unattainable by classroom
teachers (Carnegie Task Force on Teaching as a
Profession, 1986).

‘Recognizing Achlevement- 1

Not only does recognition improve morale, but it
also motivates employees to reach their highest
level of performance (Lewis, 1989). Conger's
(1989) study of the empowering behaviors of eight
executive officers of Fortune 500 companies and
successful entrepreneurial firms revealed thatthe
executives spent a significant amount of time
expressing their confidence in subording
abilities “in speeches, in meetings, and casually in
office hallways” (p. 19). They also formally
acknowledged the achievements of their staffs
with praise, personalletters, lunches, highly visible
rewards and incentives, and public recognition.

Dvnanute ldeos
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Honors and Awards

in their reports on the schoois recognized as
exemplary by the U.S. Department of Education’s
1986 School Recognition program, Heller (1989)
and Wiison and Corcoran (1991) cite teacher
reward structures among the eight most common
characteristics of excellent schools. Varying from
Teacher of the Year Programs to honorary titles,
these awards provide teachers with fortifying
acknowledgments of a job well done.




Ceremonies

Public celebrations of achievement are often the most motivating forms of recognition. In addition to
acknowledging the honoree's accomplishment,they glorify organizational values, bond people together,
and reinforce commitment.

Dynamite Ideas:

! - _erAppredatlon Waek ars
is in conveying melrappreclation ofteachars, S
the PTSAdoes notstopthere. Beginningwith -~

the Faculty Honor Luncheon atthe startofthe
school-year, the PTSA demonstrates its
19%gc))rtofteachensthroughoutthe'}eau'(qu_ler, _-

Contact: ‘Ms; UndaMoms.Asslstanthn hy conducteda
Myers Park High School, 2400 00lonyR" ‘Wabkefield, Rh
Charlotts Nc 28209 (704)343-5800 jdent ach
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The Business Roundtable

Representing 200 corporations throughout the
nation, the Business Roundtable examines issues,
such as education, of critical interest to business.
Among its publications is The Business Rounaiable
Particlpation Guide: A Primer for Business on
Education, which presents a thorough analysis of
current education issues and trends, specific
strategies for Improving the education system, and
waysinwhichbusiness can contributeto the process.
Contact: The Business Roundtable Education
Initiative, The Business Roundtable, 200 Park
Av;nue.Suﬂe2222. New York, NW 10166 (212)682-
6370

Educational Leadership, February 1992, Vol. 49

This issue is devoted entirely to the nature of school
leadership, with many of the articles contrasting
instructional leadership with transformational
leadership.

Florida Principals’ Yellow Pages, Florida
Department of Education

Compiled from contributions by principals and their
staffs, the Florida Principals’ Yellow Pages serves
as a clearinghouse on hundreds of programs and
activities offered by schools throughout Florida.
The programs are arranged into thirty-six chapters,
ranging from"Dropout Prevention”to“School-Based
Management.” Each program summary identifies
the school and district, includes a brief description
of the program, and lists the name and telephone
number of a staff member to contact for additional
information. Contact: Resident Principal, Office of
Policy, Research, and Accountability, Florida
Department of Education, 325 W. Gaines Street,
1Sg=l$ 544, Tallahassee, FL 32399-0400 (904)488-

In Search of Excellence: Lessons from
America’s Best-Run Companies, Thomas J.
Peters and Robert H. Waterman, Jr., 1982

Based onastudy of 43 of America’s mostsuccessful
companies, this widely-acclaimed book identifies
eigit basic principles of effective management.

Ranging from being customer-oriented to applying
“loose-tight” management, each principle is
ilustrated with relevant examples from business
andindustry. Contact: Harper and Row Publishers,
inc., 10 East 53rd Street, New York, NY 10022

Laughter Works

This quarterly newsletter is devoted primarily to
promoting humor in the work place. Among its
features are articles on the therapeutic powers of
humor, the relationship between humor and positive
thinking, and descriptions of how businesses and
otherorganizations use humorto improve employee
morale, productivity, etc. Of particular interest to
principals is the regular column “Ways to Lighten-
up the Work Load,” which contains creative
suggestions for spicing up the work place, ranging
from off-beat memosto creative employee rewards.
Ayear's subscription is $15.00. Contact: Laughter
Works, 222 Selby Ranch Road, Suite 4,
Sacramento, CA 95864 (916)484-7988

Lead, Follow, or Get Out of the Way: invaluable
h;dghn into Leadership Style, James L. Lundy,
1990

Wiritten with vitality and humor, this book provides
acommon-sense look atleadership styles. Chapter
V|, “Associates Can GetHooked on Results Through
Participation,” and Chapter Vi, “You Can Adopt—
and Enjoy—A Participative Leadership Style,” would
be of particular interest to administrators who are
implementing shared decision making. Contact:
AvantBooks, Shawson Communications, Inc., 165
Vallecitos de Oro, San Marcos, CA 92069-1436

The Leadership Challenge: How to Get
Extraordinary Things Done In Organizations,
James M. Kouzes and Barry Z. Posner, 1991

This very readable book shows that leadership is
notthe purview ofthe charismaticfew butalearnable
set of behaviors that virtually anyone can master.
The authors illustrate their points with myriad
anecdotes taken from interviews with over 500
middie- andsenior-level managers. Contact: Jossey
Bass-Publishers, 350 Sansome Street, San
Francisco, CA 94104
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Leadership In Educational Administration
Development (LEAD) Program

Designed to improve the leadership skills of school
administrators, the Leadership in Educational
Administration Development (LEAD) Program
operates leadership training centers in each of the
fifty states and the District of Columbla. Each
center conducts research and provides technical
assistance, consulting services, and information
related to school and leadership improvement.
Contact: Adria White, LEAD Program Assoclate,
Office of Educational Research and Improvement/
PIP/END, Room 500M, 555 New Jersey Avenue,
NW, Washington, DC 20208 (202)219-2181

Lessons from the Business Literature, Jesse
Stoner, 1991

Fourthinaseries of publications onbuilding effective
leadership, this training module draws on leadership
lessons from successful businesses. It addresses
(1) leading rather than managing, (2) identifying
and developing characteristics of exceptional
leaders, (3) exploring how concepts of outstanding
organizations relate to schools, (4) focusing on
customer satisfaction, (5) creating a vision for
schools, and (6) realizing that vision. ($10.00 plus
$2.50 shipping and handling) Contact: The Regional
Laboratory for Educational Improvement of the
Northeast and Islands, 300 Brickstone Square,
Suite 900, Andover, MA 01810 (cite order no. RL-
9705-02-1091-SE, 39 pages)

Run, School, Run, Roland S. Barth, 1980

Based on Barth's experience as an elementary
school principal, this book proposes solutions to
educational problems that effectively combine theory
and practical application. The chapters on staff
development and principal effectiveness are of
particular interest to principals. Contact: Harvard
University Press, Harvard University, Cambridge,
MA 02138

“Strategic Planner: One of the Changing
Leadership Roles of the Principal,” Jerry J.
Herman, 1989, Clearing House, Vol. 63

Dr. Herman presents a concise look atthe planning
responsibilities of principals inthe 1990s. Inaddition

to discussing issues such as the involvement of
staff and the community in plans, the article presents
a strategic planning checklist and a sample “Action
Plan Format® for keeping records of tasks, time
lines, résources, etc.

“The Supervisor's Challenge: Changing the
Teachers' Work Environment,” Carl D. Glickman,
1985, Educational Leadership, Vol. 42

Asserting that instruction improves when teachers
are brought together to work on common
instructional concerns, Glickman recommends that
principals provide more opportunities for teachers
to make choicas, discuss the!” work, observe each
other, and help beginning te:::::ars.

What Followers Expect from Leaders: How to
Meet People’s Expectations and Build
aggbllny, James M. Kouzes and Barry Z. Posner,
1

Developed by the authors of The Leadership
Challengs, this audio program features successful
managers discussing their experiences as leaders
and offering practical advice on issues such as
establishing and maintaining credibiiity. In addition,
the tapes ask questions of the listener to help him
or her clarify goals, evaluate leadership strengths
and weaknesses, and examine other leadership
issues. The two-cassetiv audio package costs
$19.95. Contact: Jossey-Bass, Inc., 350 Sansome
Street, San Francisco, CA 94104
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Conditions Necessary for Shared Leadership

+ Staff Development
» Access to Resources
» Adequate Time

Distribution of Decision-Making Responsibilities

+ District Respongsibliities

» School Responsibiiities

+ Student Contributions

* Parent and Community Contribution3a

Guidelines for Implementing Shared Leadership

* Readiness

» Experimentation

* Refinement

+ Institutionalization

Resources



DEVELOPING A SCHOOL LEADERSHIP TEAM

| envision a school as a community of leaders, a place whose very mission is to
insure that students, parents, teachers, and principals all become school leaders
in some ways and at some times.

Roland S. Barth
Phi Delta Kappan, May 1988

With the complexities of running today's schools combined with the added challenges of accountability,

leadership responsibiiities are increasingly being shared among principals and teachers. With

teachers as partners In the decision-making process, principals are abie to concentrate on other

i(mpgr;ar;tglg:ues aa;\)d spend more time “doing the right things rather than just doing things right”
' ' P. 91).

Recent research on school Improvement identifies shared decision making as a critical component.
For example, Bancroft and Lezotte's (1882) review of school effectiveness studies conductedin 35
states found that school leadership teams made up of teachers, administrators, and parents heiped
accelerate school improvement. Both teachers and administrators benefit from shared leadership
with more positive attitudes (Beers, 1984), Increased commitment (Dilion-Peterson, 1986), a more
professional school environment (Apeiman, 1986), and greater job satisfaction (Ashton & Webb,
1986). Most importantly, shared decision making benefits students by yielding an education that
ifgtgg;n likely to meet their needs and more responsive to conditons thatshould be changed (AASA,

Accordingly, support for shared decision making is widespread among educators. In 1986 the
National Education Association (NEA) and National Assoclation of Secondary School Principals
(NASSP) collaborated on Ventures in Good Schooling, which andorses, among other things,
shared decision making between principal and teachers. Amon_ its recommendations are that
teachers participate in designing the school budget, evaluating pr.ncipals’ performance, making
staffing decisions, and developing school-wide improvement plans (Barth, 1988). Arthur Wise,
director of RAND Corporation's Center for the Study of the Teaching Profession, has suggested that
alleviating the over-regulation of education of the 19808 can be accomplished in partthrough shared
decision making between administrators and teachers (Lewis, 1989).

Support for decentralized decision making Is also strong among policymakers. Inarecentinterview
appearing inthe NASSP Bulletin (April 1991) regarding his membership on the President’s Advisory
Committee on Education, former Secretary of Labor William E. Brock asserts:

If you want to unleash American education at its best, give principals and
teachers the authority to run their schools, thelr classes. Miracles will happen.

(p. 55)

Chapter three presents the process of forming and sustaining school leadership teams. it begins by
examining the CONDITIONS NECESSARY FOR SHARED LEADERSHIP: staft development,
access to resources, and adequate ime. The second section addresses the DISTRIBUTION OF
DECISION-MAKING RESPONSIBILITIES among the district and schooi as well as students, parents,
and community. The balance of the chapter presents phases for IMPLEMENTING SHARED
LEADERSHIP, indluding readiness, experimentation, refinement, and institutionalization.

“Dynamite ideas” are inciuded in each section, and an annotated list of resources is presented at
the end of the chapter.
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CONDITIONS NECESSARY FOR SHARED LEADERSHIP

Districts in the vanguard of restructuring are creating new organizational models for school
policymakers as they experiment with balancing central control and school autonomy. They
recognize that structural change will not occurin their schools without leadership, nurturing, and
resources from district leaders. Nor will change dictated from the top effectively restructure
schools unless schools are full partners in creating new teaching and learning environments.

Jane L. David, “Restructuring In Progress”
Restructuring Schools, 1991

Cohen (1991) identifies the major goals of school-
based restructuring teams as teaching higher-
order thinking skills, reorganizing instruction to
provide a variety of learning opportunities, and
measuring student achievement by outcomes.
According to Tewel (1989) accomplishing these
restructuring goals will require shared leadership,
unprecedentedtolerance for diversity, and support
for restructuring efforts from the entire school
community. Hill and Bonan (1991) add that the
primary commitment must come from school
boards and superintendents. Their studyof school
systems that have instituted site-based
management indicates that by imposing less
central control over schools, school boards and
superintendents enable schools to take bold
initiatives and become more responsible for
student achievement. Participaticn and support
mustalso come from students, parents, business,
the community, state departments of education,
colleges of education, and teacher organizations.

Most importantly, school leadership teams must
be provided with the training they need to fulfill
their new responsibilities, the access to the
resources and information to make competent
decisions, and the time to plan and implement
restructuring initiatives (Tewel, 1989).

Staff Development l

Staff development training is critical for shared
leadership to work. All of the major reports on
education reform within the last decade (see, for
example, Carnegie Task Force on Teaching as a
Profession, 1986) have addressed the need for
improved principal and teacher education, and all
authorities on restructuring (Lewis, 1989; darth,
1990; Schiechty, 1990 and others) include staff
development as an essential component of school
improvement.

Advancementof Teaching and School Leadersil

and other technology.
“reeognized scholars and practitioners provide

Dyn mntc Ido 18

cENTER FOR THE ADV NCEMENT OF
TEAOHING AND SCHOOL LEAL

~Winthrop College: ™

Rock Hill, South Carollna

Establlshod in 1990 as part of South Carol
1989 Target 2000 legisiation ® support pli
of change and innovation, the Center for §

Is the first state-supported center of its kind i ¥
nation,- A coliaborative effort_ among hight
education, public schools, and businesses, e
Center aiso works very closely with national and

organizations involvedinschoolchange,

reglonal
‘such as the National Governor's Assoclation, the

Alliance of Business, and the National Centeron.
Education and the Economy. A Business/
Educaﬂon Advisory Council identifies successful
practices, and the .Technology
keeps the Center abraast of the latest
s incomputers, telecommunications,
in addition, nationally

cutting-edge™ tralning %o public school teams and
coliege taculty who, in tum, serve as advisors,
taclmbm.mdresouroebmkersioromarsd\ools

TMCenteralsopubllshos Innovations, aquartarly
newsletter featuring information on the Center's
activities, up-coming conferences and workshops,
moonmmdodmsouwesbrresﬂummqsd\ools
andrestructuringprojects undertaken by individual
schools (Innovations, 1980).

cc.mact: Dr. Barbara L. Gottesman, Director,
Center for the Advancement of Teaching and
School Leadership, 311 Breazeale, Winthrop
College, Rock Hill, SC 29733 (803)323-4772,
Toll Free {800)768-2875 (South Carolina only),
FAX (803)323-2494
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Siilils and Knowiedge

TM(WBO).I’W(WN).WW(WM)
recommend that staff development for restructuring
schools address the following group skills:

Group Procees Skills:
* Effective communication

* Problem solving/Conflict resolution

* Team buikding/Shared decision rmaking
* Leadership development

* Action planning

* Maeting strategies

Group Management Skills:
* Budget analysis and management

* Needs assessment techniques
* Data-based decision making

* Situational leadership

* Interaction management

* Quality Circles

* Stress management

* Time management

* Larger support systems

While staff development needs in specific
instructional/techinical fields would vary with

restructuring goals, Hansen (1991) suggests that
the following areas should also be addressed by

professional deveiopmentprograms for resiructuring
schools and decision-making teams:

instructional Applications:
* Models of interdisciplinary activities

* Classroom management models
* Collaborative learning

* Minority student education

* Student assessment

* Critical thinking skills

antor/su 'n lralnlno.
,_p.; and school

ny | P"
m:vefaqo rnlnorﬂy high

comm C. Wayns Dillon or Carl O. Oison,
Division of Teacher Education Services, North
ntof Pubilic instruction, 116

‘Wast Edenton Street, Raleigh, NC 27603-

1712 (91 9)733-4736
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instructional: leadership by :the principi

emphasis on academics, high expectations,
frequentmonitoring, a positive school climate, -

and positive home-school relisnships. The
program also pt

and Involves teachers in :curriculum
development, instructional management, and
peer coaching (South Carolina Depanment of
Educatlon, 1991)

Contact: Buddy Jennings, Dapartmant of
Education, Rutiedge Buiiding, 1429 Senate
Street, Columbia, SC 29201 (803)734-8571
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Proqram Dav
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_te. enhance exlsting professional
giopment programs, ( ) travel to
8, 8 offer sabbaticals. Profassional

_’--develo;)ment ‘will Include ‘state-of-the-art

adagogy ‘a8 well as tralning In leadership,
management, and shared decision making to
aeelsmmrshrestructurlngsdmols

Contact: Mike Walters, Superintendent, Tupelo
Public ‘Schools, P.O. Box 557, Tupr MS
38;&(_)_2(@01)841-8850
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Approaches to Providing Training

Rather than being limited to periodic inservice
sessions, ataft development shouid be anongoing
proocess. Accordingly, to provide continuing staff
development, increasing numbers of gchools are
taking advantage of a variety of sources of
professional deveiopment training. Examples of
these resources include facilitator/mentors,
exchange programs, technology, school-based
training, private consuitants, and academies.

Facilitators: Hansen and Liftin (1991) recommend
thata restructuring school have a facllitator/mentor
to help nlan and manage organizational change.
in ado./0n to providing the external “perspective
of a stranger,” mentors with expertise in
organizational change can provide advice and
training on restructuring processes (p. 140).
Typically, college and university professors,
consultants from private industry, educators, and
representutives of national associations serve as
facilitators.

School Visite/Teacher Exchanges: Ratherthan
starting from scratch, many restructuring schools
seek assistance from the staffs of “experienced”
schools. Through these programs, staffmembers
with restructuring experience serve as aresource
to a schoo! beginning restructuring projects,
periodically visiting the school to offer advice and
staff development training. A related practice that
is growing in popularity is the teacher exchange.
in Georgla, for example, schools Initiating
restructuring projects can arrange for aone-month
exchange of teachers from schools with
restructuring experience to serve as on-site
resources (Hansen, 1991).

Audio-Video Tralning: To give staffs access to
a variety of professional development
opportunities, many schools are providing training
through video cassettes and other audio-video
materials. In addition to training specifically
designedfor school staffs, anumber of commercial
tapes on leadership skills, communication, group
processes, etc. . are also avallable.
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Private-Sector Consultants: As a part of
the partnerships they have developed withthe
private sector, many schools have looked to
business and industry for organizational
training. Businesses are excellent resources
onleadership training, organizational change,
and other components of restructuring, and
many of them have well-developed training
models which, with only minor modifications,
are appropriate for school settings.

Statf-Conducted Tralning: To ensure that
staff development is the ongoing process that
it should be, particularly for restructuring
schools, many schools are beginning to tap
the expertise and resources of their own staffs.
This type of staff development training can
range from teachers providing training in their
area of specialization (for example, computer
instructors conducting workshoos on record-
keeping software for ott «- sachers) to
teachers participatingintral» - 3ssionsthen
conducting the training .- .ne staff (for
example, a teacher a*tending a leadership
seminar then conducting training for the staff
in communication skills).
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Academies: A number of state and regional
training academies have been established to
meet the growing need for new modeis of
leadership and educationaltraining. Typically,

these academies offer long-term training,
beginning with intensive seminars lasting from
one to four weeks and include such follow-up
services as mentoring and continued training.
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Access to resources is also essential for sucoesesful
shared leadership; therefore, a principal should
assist his or her staff members in obtaining the
information they need to make the best ns.
information thata might share with faculty
members includes budget data and district and
state policies as well as information about staff
expertise and experience that would assist
leadership teams select members.

School staffs also require up-to-date information
on research and best practices. In addition to
providing books, journals, and other print
resources, many schools are taking advantage of
the technology that is now available to collect and
synthesize education information. A variety of
computer networks, most of which are available to
schools at no or minimal cost, offer access to
information on restructuring and other school
improvement initiatives, instructional programs,
and other education information. Otherinformation
technology available to school staffs includes
teleconferences, which provide schools with
unprecedented access to information and
speakers; information services, which provide
research on education topics; and toll-free
numbers, which provide access to information on
education and instructional programs. (See
Resources [p. 74] forasampling of the services
avaliable in the Southeast.)

Principals shoulki a'so keep an eye on the business
worid to stay abreast of technological
developments and new techniques in leadership/
management, professional dovelopment, etc., that
are appropriate for schools.

Providing principals and teachers with the time
they need to fulfill their increased responsibilities
has been a yreat challenge of restructuring
programs, but one that many schools are meeting
through a variety of innovative approaches.

Although planning Is a very important function of
educational leaders, long-term planning is difficult
if not impossibie for many principals. Research
indicates that a typical principal's day consists of
more than 150 separate interactions, most of

which involve specific and pressing problems
(AASA, 1988). With this level of fragmentation,

very littie of the day can be devoted to long-range
planning. , anumber of schools are
providing principals with release time to visitother
schools, attend conferences or workshops,
collaborate with teachers on shared decision-
making projects, and engage in other planning
activities.

As discussed in chapter two, teachers should also
be allocated release time to assume new
responsibilities and to collaborate on decision
making. To adequately fulfill their leadership
responsibllities and their classroom duties,
teachers should also be with support
staff, such as classroom aides, intems, and student
assistants; clerical assistance; and technology,
such as computers, for keeping records and
preparing class materials more efficiently
(Camegie Task Force onTeachingas a Profession,
1986). “Enabling” principals make these supports
abudget priority and advocate for additional funds
that will give teachers sufficient time to devote to
their instructional and leadership roles.




DISTRIBUTION OF DECISION-MAKING RESPONSIBIL.TIES

School improvement ought to emphasize building from within. Those of us who claim
to be wizards ought to make sure that our primary role is to help people see the power
that they themselves have to make things better.

Terrence E. Deal

“Educational Change: Revival Tent, Tinker Toys, Jungle, or
Camival,” Rethinking School Improvement, 1986

Stipulating that decision-making tasks and
authority willvary ariong schools and districts, the
American Association of School Administrators
(1988), Goodlad (1984), and Lewis (1989) suggest
the following division ofleadership responsibilities:

* district-wide priorities

* grade-level educational objectives and curriculum
* capital expenditures

* selection of textbooks

* sglection of principals

* screening of applicants

* school educational priorities

* development of new programs to meet students’
needs

scheduling

allocation of resources

use of space

professional development programs
* selection of supplementalinstructional materials

¢ selgction: of staff

Teachers: The National Govemor's Association
further recommends that teachers be involved in
school-wide problem solving and participate in
making decisions about the following issues
(AASA, 1988):

* discipline

* school goals

* professional development programs
* curriculum

Non-instructional and Support Staff: School
decigion-making teams are rarely composed
exclusively of administrative andinstructional staff.
Often they include guidance counselors,
occupational specialists, and other non-
instructional personnel as well as support staff.
As readers of Up the Down Staircase will no doubt
racall, the school custodian's insights can also be
invaluable.
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Although the ultimate goals of school reforms are
improved student outcomes, students are rarely
invited to contribute to the decisions that affect

them. As a resuit, students lack both an
understanding of and the motivation to
make the changes (Fullan, 1991),

Recognizing the importance ofstudent commitment
to the success of school reforms, some schools are

beginning to solicit student input during decision
making. These efforis range from including student
government officers on teacher selaction
committees to seeking advice from at-risk students
ondropoutpravention programs. Throughstudents’
insights, these schools are able to make better
informed decisions about school reforms andgamer
the student commitment essential to their successhul
implementation.

A number of studies on school improvement(e.g.,
Mortimer et al., 1988) conclude that parent and
community involvement is crucial to the success
of school improvement efforts. Research on
effective schools (e.9., Wilson & Corcoran, 1980)
also identifies parent and community invoivement
as a characteristic common to the mostsuccessful
programs. Of parent-community representatives
who fulfill advisory roles, the most effuctive are
those who have access to the information they
need to make informed decisions, the abllity to
intervene skilifully (i.e., proactively rather than
reactively), andgroup process skills (Fullan, 1891).

Toreap the many benefits of parentand community
invoivement and to be fully responsive to the
needs of parents and the community, many schools
include parents and other citizens on leadership
teams such as school improvement committees.
Not only do parents and other community
representatives such as business people, labor
representatives, and senior citizens provide the
full range of community perspectives, but they
also are experts that the school can consulit for
assistance in a variety of fields (Koemer, 1991;
Marburger, 1985).

in the most effective restructuring programs, the
principal and other school staff also form
associations outside the school with service clubs,
professional organizations, business leaders, the
media, and other influential community groups.
Not only do these associations offer a variety of
pe 68 on the school's role inthe community
and on trends affecting schools, but they also
serve as forums for keeping the community
informed about what is happening in the school
(Koerner, 1991).

The importance of including parents and other
community members on school leadership teams
should not be minimized. In addition to providing
valuable insights on issues that influence and are
influencedby school improvement efforts, citizens
who actively participate in school improvement
plans support millage, bond, and budget votes
and are vocal advocates of school programs
(Marburger, 1985).

76



Dynanute ldeas

anunusually successful PTAatthe:

To keep ‘parents informed about: school -.

activities and education topics, -the ‘council
distributesthe Pamnwewslettertoallpmnts

in the district. ‘'The newslettér contdins

information on" such topics as study skills,
school events, and positive parenting.. Pearl

District parents also actively participata in the:
Focus‘ Program, which targets at-risk

elementary school students. A Family Mam
Program I8 also underway.

Contact: Benywnson, Communications, Pear
Public School District, P. O. Box 5750, Pear,
Mississippl 39208 (601)932-7891

2adifon o an acive PTA program, i udtm*f

Dynanute tde

SRBRRSRORR00S

. _lmprove students basic
cation’ skills, NCNB provides two
_ﬁmeperweektoremuoyees
unteerl '

AIlonmes. snea.-ssuom Street,
""" QA 3031 8-5790( 5_;__)875-9211

*;-_,t_eachers n pdvate and public
during the summer. Funded bythe
r Astronauts Memorial Scholarship
‘the program matches employers
liar for the placemms (*Teacher

Contact' Pete Kreis, Office of Business
Partnorsmps. Florida Department of
Edi n, 325 W. Gaines Street, Tallahassee,
FL 32399 (904)488 -8385

77




GUIDELINES FOR IMPLEMENTING SHARED LEADERSHIP

Reform is not an armchalr activily; it is not brought to fruition in state capitals by
or stata boards of education. It requires energy, commitment, and vision on

the part of those who work In our schools.

Brucs L. Wiison & Thomas B. Corcoran
Places Where Children Succeed, 1987

With the group dynamics and situational variables
involved, no single plan for implementing
pa decision makingis te for all
schools. Therefore, the following guidelines for
Involving teachers in school leadership teams,
which are from the recommendations of
Huddieston, Claspeli, and Kiliion (1991), are
presented as phases rather than discrete steps:

In this Initial phase, principals establish a cimate
conducive to the introduction of shared decision
making and determine what decisions will be
shared, who will participate inthe decislon-making
primss. and what the extent of their involvement
w .

1. Belileve. In th rocegs of
participative decision making.

To promote the succeas of shared decision making,
principals exhibit confidence In the process and
resuits of decision making as well as
in their staff members’ abilities to make good
decisions, recognizing that teaching itseif requires
extraordinary leadership skil. They also balance
the risks of initial trial and error against the long-
range benefits of shared decision making.

2. Articulate t chool’'s mission
arid the goals of shared decision
making.

To focus decision-making activities and to garner
support from teachers, the principal shares his or
her vision for the schooi with the staff and works
with them to develop a shared vision and to clarify
the teachers' ieadership roles in fulfilling it.

3. Assess the staff.

Principals use both formal and informal methods
to determine staif members’ readiness and
willingness to participate In the decision-making
process. Initial leadership teams are selected—
or elected—from staff who have previous (formal
or informal) leadership experience, such as lead
teachers; good working reiationships with
principals, teachers, and suoport staff, and &
genuine stake in the decisions that are being
con . The goal of this assessment Is to
identify staff members who should be involved in
the initial stages of tive decision making,
the types of decisions they might be comfortable
making, and the type of staff development that
might be necessary.

4. Convey trust and show support.

Whether it is regarding a teacher's desire to
experiment with a new reading program or a
custodian’s preference for a new floor wax, the
principal expresses confidence in staff members’
expertise and abllities to make the best decisions.
Inthe event of fallures, the principal supports staft
members and helps them determine what went
wrong and how to correct the problem. The
principal also encourages and protects risk taking.

5. Be patient and realistic.

Because of the many variables Involved and the
significantbehavioral changes required ofteachers
and administrators, principals recognize—and
convey to teachers—that implementing
participative decision making can be a time-
consuming and chaotic process. Charismatic
leaders in particular are careful to resist frustrated
staff members’ efforts to pressure them toresume
sole decision-making responsibillty as well as
thelr own temptations to take overdecisions Inthe
interest of efficiency.




6. Start small.

Instead of attempting to involve the entire school
staffin majcr decisions, principals beginby calling
on those teachers who have expressed a
willingness to accept decision-making
responsibilities. By involving them in smaller
decisions such as grade-.evel curricular
modifications, the princlpal can introduce shared
decision making, build credibility for the decision-
making process, and develop a support system of
staff members who will be able to facilitate the
process when major decisions involving the entire
faculty are made.

7. Build a knowledge base.

Toensure thatthey are making informeddecisions,
schools staff are provided with relevantinformation,
such as research, budgetinformation, and district
andstatepolicies. Principals also share knowledge
about staff expertise to assist decision-making
teams inselecting members as well as information
about other local change efforts.

the staff’s expertise in
rocess Skills.

8. Develo
group

Given the inherent independence of teaching, few
staff members have the group process skills
necessary for reaching consensus on group
decisions. Principals, therefore, arrange for staff
development training in the group process and give
teachers opportunities to develop and practice these
skills at faculty meetings, inservice sessions, etc.

9. Establish channels of commun-
ication.

Since exchanging ideas is crucial to successful
shareddecision-making, prircipals ensure that staff
members have opportunities to communicate with
each other. Because traditional communication
channels, such asfaculty anddepartimentmestings,
may be inadequate for shared leadership activities,
principals seek other avenues, such as retreats and
release time, for fostering communication. Yo
encourage communication between themselves
andtheirstafts, principals are visible and accessible,
and thev actively solicit teachers’ opinions.

Phase Two: Experimentation

During phase two, principals concentrate on
helping teachers become more familiar with the
shared decision-making process and more
comfortable with decision-making responsibilities.
To do this, principals stress the experimental
nature of the decision-making activities, focusing
on the evolving process rather than the decisions
themselves, and encourage teachers to take risks.
At this stage, the principal continues structuring
the decision-making process, leaving participation
to the discretion of the teachers.

1. Demonstrate trust.

The principal extends trust to the entire faculty by
involving them indecisions thataffect them directly,
such as decisions about their duty schedules or
grade-level budgets.

2. Involve the staff in school-wide
decisions.

Tointroduce the faculty to school-wide leadership,
the principal begins by involving teams in non-
threatening decisions. He or she avoids high-risk
and emotionally-charged issues. The principal
selects, instead, decisions with a high probability
of being implemented successfully.

3. Keeg communication channels
open.

Theprincipal provides staff membhers with frequent
opportunities to discuss their .deas, vent their
frusirations, and have their questions answered.
To ensure open communication, the principal
encourages cancdor and models open
communication as well by speaking frankly about
his or her own concerns. To provide practice in
group decision-making skills, the principal
conducts faculty meetings as problem-solving
sessions rather than only information-sharing
sessions.

/
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1L EE‘!‘ ELEMEN.T. .RY SCHOOL
o Annlstcn. Alabama -

‘Hurd, ‘Principal, 10th Street
School, 1525 East 10th Avenue,
philosophy and:the School lmprove _:nt Lo AmMOrot wniston 00 OX
Council's objective to develop atudent - 1500, Annls‘on, AL 36201 (2(:'5)236-1561
recognition programs, they developed the
Attendance Incentive Program,:which -~
recognizes students with perfect attendance' o
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Phase Three: Refinement

In the third phase, teachers begin participating in
the leadership process: determining what
decisions will be shared, who will participate on
decision-making teams, and how the decision-
making process should be refined.

1. Expand decision-making oppor-
tunities.

To fully develop a community of leaders within the
school, the principal encourages teacher
involvement in all aspects of school operation (for
example, peer coaching, staff selection, and
budgetallocations). Teachers are also encouraged
to participate in outside projects, such as seeking
funding through grants and foundations.

Tofuither encourage participation, principals seek
out staff members who have not volunteered for
leadership opportunities. To appeal to these
reluctant staff members, a principal solicits their
advice on issues about which the staff members
are especially knowledgeable, asks for their help
on a project requiring their expertise or skills,
invites themto participate indecisions of particular
interestto them, and/or urges their involvement in
leadership projects that are likely to succeed.
Special care is also taken not to exclude staff
members by scheduling team meetings at
inconvenient times.

2. Be prepared for failure.

As the number and scope of shared decisions
increass, so does the margin for error. When
failures occur—and they do—effective principals
do not blame their staffs or abandon the shared
leadership process by rascuing them from their
failures (i.e., taking over the decision-making
process).

Nor should principals shoulder the blame for
failures themselves. Some principals resist the
notion of shared leadership because, as principals,
they are ultimately held accountable for mistakes
or unpopular decisions. With genuine shared
leadership, however, it is not necessary for a
principal to “go down with the ship” and assume

sole responsibility when failures occur. Justas a
principal shares decision making and credit for
success, he or she should share the responsibllity
for fallura. But this responsibliity should not be in
the form of blame—it should be responsibility for
determining what went wrong and how to solve
the problem. Thus, fallures can be viewed as
opportunities for refining the process.

3. Network with other principals.

Because participativedecisionmaking is frequently
frustrating and stressful, many principals establish
a support system with other administrators who
are using the process. In addition to providing
emotional support, these networks serve a: a

forumfor analyzing failures, developing atterna ‘e
strategies, and sharing successes.
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Once
establis. ied, the administration and staff determine
Jointly which decisions should be shared and what
process will be used to make decisions.

participative decision making has been

1. Clarify the parameters.

When staff involvement in decision making
becomes ths acoepted practice, decision-making
guidelines are established. They can evaive from
previous successes and failures and canbe elther
formel or informal, depending upon the relationship
between the principal and the staff. These
guidelines should address the following decision-
making issues:

* What decisions will be shared?
* What teams will be involved?
* Atwhat stages will team members participate?

* What will the time limits be for reaching
decisions?

* Howwilldecisions bereached (e.g., consensus,
vote, etc.)?

®* Who will be responsible for carrylitg out
decisions?

2. Revise the process when
necessary.

The principal regards the clarification of parameters
as an ongoling and dynamic procesg. In addition
to conducting periodic reviews of the decision-
making process with staff, he or she is alertto staff
needs and frustrations and prepared to redefine
parameters as necessary to address new
situations.

3. Acknowiedge broken agreements.

Both the principal and the staft share responsibility
for acknowiedging broken agreements and for
"keeping each other honest.” The principal accepts
mmvblaﬂn?anaommw.forexmph.
acting unilaterally in making a major equipment
purchass. By the same token, a staff member
who falls to cany out a decigsion also accepis
responsibility. When agreements are broken, the
behaviors contributing to the violation are
assessed, and the conflict causing the violation is
resoived If possible.

4. Share credit for success.

Since they are far more visible to the studentbody,
parents, the press, etc., than individual teachers
are, principals are careful to share the limelight to
ensure that teachers get the recognition they
deserve from the school community. Notonly is
recognition reinforcing for teachers, but teacher
success ultimately refliects back on the school and

the principal.

5. Celebrate youraccomplishments.

in addition to acknowledging individual
contributions, effective principals celebrate team
accomplishments and processes with public
recognition and ceremonies.
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EMPOWEF’ 1ENT SGHOOI._. DISTBIO'T
- PROJECT
Alabarma

The Empowermunt School District Pro]ectls a -
three-year project to facilitate the crealion of -

empowared ‘schools in nine school districts -
y, including schoolsin Alabama

Foundation’ in ‘cooperation with ‘Auburn..

acmssmeoou

Univamty and Georgla State University.

Among the prolects objectives are to (1) aid -
teachers in assuming decision-making .
siililes and reconceptionalizing their

rolesfromdlrecmm ofclassrooms todevelopers

of student. potential, (2) help. prlnclpals_ _
reconceptiorialize their roles from directors of . -
schools {0 developers of human potential, and . .-
(3) encourage district administrators andboard -
ofedumﬁonmemberstoestabushautonomous.'

productive schools. -

Each Empowerment Project school is

represented by ateam comprised of the district

superintendent, the principal, and a teacher,
activlbes are assisted g{a- =

Their plannii
university tacilitator, who providas consul

training, and other support services. The
following programs are & sampling of the

innovations implemented ' by schools -

participating in the Empowerment Project:

Cary Woods Elementary School, Auburn,
Alabama: team teaching and mum-age
groupings across grads levels, a school-based
staff supportteamdesigned toincrease teacher
participation in dacisions about key Issues,
and a task force to identity strategies for
creating more time for teachers

Cedar Shoals High School, Athens, Ga.:
an empowerment program for parents of at-
risk students

Enota Elementary School, Galnesville, Ga.:
parent mentor plan and public relations
committee

.Asasesultotﬂmrmembmhbhtm League of

o '_ ent efforts ranging
trom ;n_o establlshmcnt ‘of schoal leadership

teams to the development- of-alternative
mmforat-nskyoumrPSlLeagw.'wm)

.contact. Basbara Lumford. Director, or Carl

Giickman, Executive Diractor, ‘League of
Pmmasmm Aderhold Hal. thans
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Asanciation for Supervision and Curriculum

In addition to publishing EwmuondLm
the Association offers a variety of products and

services to administrators, including an excellent
selection of audio-video training materials.
Contact: Assoclation for Supervisien and
Curricuium Development, 1250 North Pitt Street,
Alexandria, VA 22314-1403

Comprehensive School Improvement,
SouthEastern Regional Vision for Education, 1492

This Hot Topics publication combines information
about restructuring initiatives with effective schools
research to provide practical advice on plamlng
and| ng school-wide

section examines school improvement Inlﬂaﬁ\m
in each of the states of the SERVE region. A list
of resources and contacts Is also provided.
Contact: SERVE, 345 S. Magnolla Drive, Sulte D-
23, Tallahassee, FL 32301-2¢50, Toll free
(800)352-6001, FAX (904)922-2286

“Creating a Culture for Change,”
Educational Leadership, Vol. 47

This issue of Educational Leadershipis dedicated
to school reform. Among the topics addressed
are teacher empowerment, studentachlevement,
staff development, and leadership.

Decentrailzation and Accountabiiity in Public
Education, Rand Comporation, 1991

Based on a study of five school systems (including
Dade County, Florida) that have introduced site-
based decision making, this report concludes that
site-based management works only when the
entire school system—including school beards,
superintendents, principals, and teachers—is
committed to R. This report is available for $7.50
(cite order no. R-4066 MFC, 93 pages). Contact:
The Rand Corporation, Library and Services
Distribution nt, 1700 Main Street, P.O.
Box 2138, Santa Monica, CA §0407-2138

Developing Leaders for Reetructuring Schools:
New Habits of Mind and Heart, Charles
Mojkowski, 1991

This repcrt by the National LEADership Network
Study Group on Restructuring Schools addresses
the education and training required for principals
of restructuring schools. Based on the experience
and refiections of principals involved in

May 1990,

restructuring efforts and LEAD Center Directors
who are providing professional development

sarvioes %o pri , itoffers an insider's view of
reatructuring. ntact: Elizabeth Hale, Co-
Direcior, National LEADership Network, Institute
for Educational Leadership, 1001 Connecticut
Avenue, NW, Suite 310, Washington, DC 20036
(202)822-8714

Database information Services Clearinghouss
(DISC), SouthEastern Regional Vision for
Education

DISC provides educators with computerized
iteraturs searches of ERIC as well as 300 other
on-line computer databases. Individuals
requesting searchers are provided with a printout
of an annotated bibliography, a copy of a journal
article, and the full text in either hard copy or
microfiche of an ERIC document. This service is
avallable free of charge to teachers, media
specialists, principals, policymakers, and other
practicing professiongis in the Southeast. Contact:
SERVE, 345 S. Magnolla Drive, Sulte D-23,
Tallahassee, FL.32301-2950, Toll Free (800)352-
3747, Voica Mall (804)487-6245, FAX (904)488-
6319

Focus on School Improvement: School
Improvement Councllis Working for Effective
Schoois, 1988

Compiled from contributions from parents,
teachers, principals, state department
professionals, and others, Focus on School
Improvement ia a collection of schoolimprovement
council success stories. Representing the full
scope of achool Improvement efforts, the programs
and activities described range from instructional
programs to staff development to community
projects. Each program/activity is summarized in
a one- to three-page description of its objectives,
strategies, training requirements, and
effectiveness. The name, address, and teluphone
number of a contact who can provide additional
information are also fumished. Contact: School
Council Agslstance Project, College of Education,
University of South Carolina, Columbia, SC 29208
(803)777-7658, Toll free (800)868-2232 (South
Caroliina only)

Guidelines for Selecting Siaff Development
Providers: A Resource Book for Rural
Educators. SoLthwest Educational Development
Laboratory, 1980
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Designed especially for principals of small, rural
school districts, this resource guide covers a
variety of topics related to staff development,
including neerds assessment, selection of qualified
consuitants, and common staff development
pitfalis. The guide aiso describes more than 100
organizations that provide consuiting and training
services, publications specializing in staff
development, and exemplary staff development
programs in rural schools. (Order no. SD-191-SE,
118 pages, $44.00.) Contact: Southwest
Educational Development Laboratory, 211 East
Seventh Street, Austin, TX 78701

Improving Schools from Within, Roland S. Barth,
1990.

A useful resource for restructuring schools,
Improving Schools fro.n Within tocuses on the
school staff. Chapter2, examines the relationship
between teachers and administrators; Chapter 3,
considers the importance of coliegiality in
promoting learning and improving schools;
Chapters 5 and 6, discuss teachers andprincipals
as adult learners; Chapter 10, focuses on shared
school leadership, and Chapters 11 and 12,
discuss the importance of vision in improving
schools. Contact: Jossey-Bass Publishers, 350
Sansome Street, San Francisco, CA 94104

Innovations, South Carolina Center for the
Advancementof Teaching and School Leadership

Published especially for restructuring schools,
Innovations is a quarterly newsletter featuring
information on the Center for the Advancement of
Teaching and School Leadership's activities, up-
coming conferences and workshops,
recommended resources for restructuring schools,
andrestructuring projects undertaken by individual
schools. Contact: Dr. Barbara L. Gottesman,
Director, Center for the Advancement of Teaching
and School Leadership, 311 Breazeale, Winthrop
College, Rock Hill, SC 29733 (803)323-4772, Toll
Free (300)768-2875 (South Carolina only), FAX
(803)323-2494

Journal of Statf Development, Spring 1991,
Vol. 12

Devoted entirely to coliaborative leaming, this
issue contains articles on peer-assisted school
leadership development, peer coaching, andother
school partnerships.

The Lessons of Ex,

: How Successful
Executives Develop on the Job, M. McCall, M.
Lombard), M. A. Morrison, 1988,

The Lessons of Experience presents practical,
insightful techniques for creating, implementing,
and improving an executive developmentprogram.
Of special interest to shared leadership teams are
strategles for creating a talent pool and cultivating
peopie’s talents by seeing that they gain the skills
ande ce they need to successfully execute
their responsibilities. The book also offers advice
to individuals on how to develop their own skills
and use the assignments available to them to the
fullest advantage. Checklists, tables, and
summaries are also included. Contaci: Lexington
Books, D.C. Heath and Company, 125 Spring
Street, Lexington, MA 02173

National Center for Educationai Leadership

The Center conducts research onwhat constitutes
good leadership, how good school leadership
develops, and what good leadership will meanin
the future. Research projects are a collaborative
effort among Harvard University, Vanderbuilt
University, and the University of Chicago. Contact:
Lee G. Bolman, Director, National Center for
Educational Leadership, Graduate School of
Education, Harvard University, Cambridge, MA
02138-3704 (617)495-3575

National Center for School Leadership

The National Centerfor School Leadershig :siudies
the relation between leadership and school culture,
teaching, learning, and student achievemeit.
Qualitative and quantitative research are used to
addressboth the theory and practice of leadership.
Contact: Paul Thurston, Director, National Center
for School Leadership, College of Education,
University of lilinois at Urbana-Champaign,
Urbana, IL 61801 (217)333-2870

National Committee for Citizens in Education
(NCCE)

NCCE provides information, resources, and
technical assistance to parents, educators, and
other citizens who are interested in educational
issues. Its extensive databaseincludes information
on topics such as school-based management,
school improvement, and research and policy.
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NCCE also offers a catalog of its numerous
publications and a newsletter, Network for Public
Schools, which highlights important issues in
education. Contact: National Committee for
Citizens in Education, 900 2nd Street, N.E., Sulte
8, Washington, D.C. 20002, Toll free (800)838-
9875, FAX (202)544-9473.

The New Meaning of Educational Chc.ige,
Michael Fullan, 1991

Fullan's book is an essential reso'roe for all
educators. Part | focuses on the process of
educational change with an analysis ofinnovation,
implementation, and tactors affecting the success
of reform. Part il contains chapters on the major
players in educational change, including teachers,
principals, parents, and students as well as district
administrators and others. Chapter 7, “The
Teacher,” discusses the crucial role of teachers in
implementing educational change, provides
guidelines for teacher leaders, and examines
emerging concepts of teacher professionalism.
Chapter 8, “The Principal,” examines ways In
which principals initiate and respond to change,
many of the dilemmas that principals encounter
on both the elementary an. secondary levels, and
strategies for managing change. Contact:
Teachers' College Press, Columbia U iversity,
:ggg;\mstefdam Avenue, New York, New York

Program Summary Directory, South Carolina
Department of Education, 1991

The Program Summary Directory I8 a
comprehensive listing of South Carolina's state-
funded education programs in the areas of
development, policy, curriculum and instruction,
business, legal services, communications, human
resource development, and collaboration. Each
program Is described in a one-page summan of
its backgro.nd, implementation status, and
modifications. Contact: Mrs. Carmen Garrett,
Project Administrator, Programs, Planning, and
Finance, South Carolina Department of Education,
1005 Rutladge Building, 1429 Senate Street.
Columbia, SC 28201

Restructuring Florida's Schools: Strategies
for Business Involvement, Florida Chamber of
Commerce, 1891

This publication showcases a variety of business-
education partnerships established in Florida. In
addition to program descripti_ns and contacts fo:
furtherinformation, Restructuring Florida's Schools

containg an “audience-friendly” overview on
. itis available for $§10.00. Contact:

Florida Chamber of Commerce, P.O. Box 11309,

Tallahassee, FL 32302-3309 (904)222-2831

Restructuring Schools: The Next Generation
of Educetionai Reform, Robert F. Eimore and
Associates, 1991

This book presents an excellent overview on
school restructuring. Wiritten for policymukers,
practitioners, and researchers, it offers a
conceptual framework for designing,
implementing, and evaluating restructuring. Part
One, “Approaches to Restructuring Schools,”
focuses on issues affecting teachers and
administrators. Contact: Jossey-Bass, Inc.,
gt;blgl:t‘te&s. 350 Sansome Street, San Francisco,

“The Role of Staff Development In
Restructuring Schools” issue, Joumai of Staff
Development, Summer 1991, Vol. 12

Devoted entirely to statf deveiopment for
restructuring schoois,this issue addresses such
topics as applying business managementtheories
to restructuring programs and recognizing the
essential role of staff development {or schools
implementing site-based management andshared
decision making. One article, “The Three Roles of
Staff Development in Restructuring Schools,”
propoees staff development as atool for developing
new knowledge, skilis, and attitudes; for introducing
small-scale restructuring initiatives (as a way to
build support for la.ge-scale restructuring
programs); and for establishing teams within a

School-Based Management: A for
Better Learning, American Association of ol
Administrators, National Association of Elementary
School Principals, and National Association of

Secondary School Principals, 1988

Developed through a collaboration between the
three leading associations of school administrators,
this bookliet presents a concise overview of school-
based management, including descriptions of the
roles of those involved in school-based decision
making and strategies for impliementing school-
based manag: Contact: AASA Publications,
Dept. 605, American Association of School
Administrators, 1801 North Moore Street,
Arlington, VA 22209 (703)528-0700




“School-Based Counclis,” One
School at & Time: School-based ment, a
Process for Change, Carl L. Marburger, 1985

This chapter provides specific recommendations
on forming schooi-based management councils,
including guidelines onsize, composition, selection
of members, and training. it also includes advice
on conducting meetings and working cooperatively
with the school board and superintendent. Contact:
National Commitiee for Citizens in Education, 800
2nd Street, N.E., Suite 8, Washington, D.C. 20002,
Toll free (800)638-9675, FAX (202)544-9473

School Councli Assistance Project, University
of South Carolina

Establishedin 1978 to supportschoolimprovement
councils’ efforts to improve public education, the
School Councll Assistance Projectoffers resources
and assistance In the following areas: (1) training
progra.ns, including workshops and videotapes
on topics such as writing measurable objectives,
conducting surveys, and publicizing school
improvement efforts; (2) publications, including
the School Improvement Council NEWS, which
updates council members and other interested
citizens on subjects such as effective schools
research; (3) technical assistance, such as
computer analyses of st \dent achievement data;
(4) research on school improvement; and (5)
promotional activities tn increase public awareness
of South Carolina’s councils. Contact: School
Council Assistance Project, College of Education,
Univarsity of South Carolina, Columbia, SC 29208
(803)777-7658, Toll free (800)868-2232 (South
Carolina only)

School improvement Councils: A Guide to
Effectiveness, Barbara J. Hansen, 1989

Developed by the South Carolina School Council
A ssistance Project, this handbook is designed to
snhance the effectiveness of local school councils.
A comprehensive guide to the school council's
role in school improvemertit, it addresses topics
such as teamwork, communication with the school
community, and assessment of school
effectiveness. Contact: see address above.

School Improvement Councll NEWS, South
Carolina Schooi Council Assistance Project,
University of South Carolina

Offered by the South Carolina School Council
Assistance Project, this publication keeps school

oouncil members and other interested citizens
abreastofsubjects related to schoolimprovement.
Articles feature such information as effective
schools resaarch, council training tips, and council
activities. Contact: see address above.

School Restructuring: A Practitioher's Guide,
John H. Hansen & Elaine Liftin, 1991

This handbook helps puts restructuring theory
into practice. Part | examines restructuring from
tne perspectives of educators who have

in successful restructuring projects.
Part |l is a step-by-step guide to the restructuring
process, including planning, communication
strategies, and technical assistance. Alsoincluded
is an extensive appendix of worksheets, ir.odels,
and otherpractical forms andiixtorr: iion. Contact:
Watersun Publishing Company, 1 -, P.O. Box
167, Swampscott, MA 01907

Schools for the 21st Century: {.eadership
Imperatives for Educational Refo:.n, Philiip C.
Schiechty, 1990

As president of the Center for i.e sdership in
School Reform, Schiechty presents - innovative,
adaptable framework for helping =ducational
leaders make the changes necessary to restructure
public schools. Part one presents an hisicric
overview cf public education, part two exam'nes
the process and components of change, and part
three focusas on leadership. This book is an
essential resource for restructuring schools.
Contact: Jos~+y-B2ss, inc., Publishers, 350
Sansome Street, &7 Fruiisco, CA 94104

“Seductive .nages and Organizational
Realitiesin Professional Development,” J. Little
in Rethinking School iImprovement, edited by Ann
Lieberman, 1986.

According to Little, successful staff development
programs (1) ensure adequate collagial working
conditions to guarantee shared understanding
and commitment; (2) require staff participation in
both training and implementation; {3) focus on
critical problems of curr!culum and instruction; (4)
guarantee long-term commitment and continuous
involvement to ensure progressive gains in
knowledge; and (5) foster collegiality and
experimentation. Contact: Teachers College
Porgsai 1234 Amsterdam Avenue, New York, NY
1002

SERVE-LIne, Southeastern Regional Vision for
Education
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SERVE-Line is a computer network that provides
educators with current information on education
a;wollumogboﬂmommnmmmion
vig an electronic message system. informstion
avallable on SERVE-Line includes a calendar of
conferenccs, meeting.., and other ecucational
events; a list of SERVE products, publications,
and services; the names of SERVE fleld
reprasentatives listed by state and oounty; an
information exchange; descriptions of suocessful
educational programs, and an sluctronic rnaibox.
Users carn aiso use SERVE-Line 10 raguest on-
line computer litersture searches. Contact:
SERVE, 41 Marigtta Street, N.W,, Suite 1000,
Atlanta, GA 30303, Toll Free (800)659-3204,
Computer (800)487-7605, FAX (404)577-7312

South Carolina Center for the Advancoment of
éo?'ehlno and School Leadership, Winthrop
ollege -

Established in 1990, the Center for School
Leadership supports public schaol chiangs and
innovation. A coliaborative effort among higher
education, public achools, and husinesses, the
Center also works very closely with natonal
organizations, such as tha National Governor's
Association, invoived in achool change. The
Center also aranges for nationally recognized
scholais ani rs 10 provide “cutting-
edge” training to pubiic schooi teams and college
facuity who can, in turn, serve as advisors,
tacilitators, and resource brokers for other schonis.
Cortact: Dr. Barbara L. Gottesman, Direstor,
Conter for the Advancement of Teaching and
School Lsadership, 311 Breazeaie, Winthrop
College, Rock Hill, SC 29733 {803)323-4772, Toll
Free (800)768-2875 (South Carolina only), FAX
(803)323-24%4

South Carolina Retwoerk for Educational
Telecomputing (SCNET)

Sponsored by Project REACH, the purpose of the
computernetwork SCNET is to provide interactive
communication among educ:tor: and educationat
organizations In the siate ¢: South Caroling.
Through SCNET, me:nixie can participate in
discussions of educatonal issues, raad and
contribuie 10 electrenk rswslstters and bulletin
boards, and access k¥ <ries of information with
viden toxt. Conrtact: ®roject REACH, Office of
Telecommunicaticns and Inatructional
Technology, Department of English, University of
Sgugt Carolina, Columbia, SC 29208 (803)777-
539

TEA-AEL Silte-Bassa Decision-Making
Resource Packeta, Tennesses Education
Association and Appalachia E£dueatienal

Laboratory, 1990

Designed to assist facyltins, advisory councile,
and diatricts initiate site-bosed decision making,
the resourco packats include (1) What is Site-
Bssed Decision 7. &n overview of 8ils-
basad declaslon making to help schools asssss
their roadinass for implementation (179 pages,
$18.00); (2) Visioning and Mission Settng, a
framework tor devetoping 2 vision of the kieal

schaol, establighing a mission, and aetting goais
for school Improvement (166 pagee, $18.00); (3)

Communication, with ‘echniques for problem
solving, conflict resolution, and other
communication skilils necessary for effective
decision making (120 pages, $15.00): (4) Dex'sion
Making, Consensus 8uilding, and Managing
Change, addressing skills, shared
laadership, and changa (146 pages, $16.00); and
(5) Ganing Support for Sita-Based Decision
Making, which suiggests ways to gakh the support
and involvement of teachers, administrators,
parents, oetmunity members, and othars affectsd
by educational change (126 pages, $15.00). Each
packst contains readings, skill development
sciivities, and tralner tips for success. The
compiete aerias, is available for $72.00. Contact:
Appalachia Educational Laboratory, Resource
Center, P. O. Box 1348, Cnarleston, WV 25325,
Toll frea (800)824-9120, Toll free (830)344-6646
(West Virginia only), FAX (304)347-0487

WVEA-AEL Site-Basad Declsion Making
Cusebook, West Virginia Education Association-
Appalachia Educational Laboratory, 1991

This study profiles devision-meaking councils in
eight West Virginia schools, incliding program
development andgoals, council organization, staff
development and resources, axampia decisions,
and accomplichmoants. it includes advice from
sach schaol's princip™t as wsil ag general
recommeandations for decision-making teams
based on the councils’ experiences. (This 37-
page document is available for $5.50.) Contact;
Appalachia Educational Laboratory, Resourcs
Csnter, P. O, Box 1348, Charleston, WV 25325,
Til free (800)624-9120, Toll free (800)344-6646
(Wast Virginia only), FAX (304)347-0487

55



REFERENCES

Alien, J., Combe, J., Handricks, M., Nash, P., & Wiison, S. (1968). Studying change: Teachers who become
researchers. Language Ang, 65, 379-387.

American Association of Schoo!l Administrators. (1988). Challenges for school leadars. Arlingtor,. VA: Author.

Ame: can Asscelation of School Administrators, National Association of Elementary Schiool Principals, & National
Association of Secondary Schoql Princials,. (1988). School-based rianagement: A strategy for better
leaming. Arington, VA: Author.

Apelman, M. (1886). Working with teactiers: The advisory approach. In K. Zumwah (Ed.), Improving teaching:
ASCD yearbook. Alexandria, VA: ASCD,

Ashion, P. T., & Weabb, R. B. (1986). Making a diffarency: Teachers' sense of elficacy and studant achievemen.
New Yoik: Lohgman.

Bandury, A. (1977). Self-etticiency: Toward aunifyingtheory of behavioraichange. Psychological Review, 84,191-
215,

Bandura, A. (1986). Socialfounidations of thought and action: A scciaicognitive view. Engiewood Cliffs, NJ: Prentice
Hak.

Barth, R. 8. (1988, May). Principals, teachei s, snd school lsadarship. Phi Delta Kappan, pp. 35-38.

Barth, R. S. (1988). School: Acommunity of leaders. InA, Lieberman(Ed.), Buiking aprefessional culture in schools
{pp. 129-147). New York: Teachers Caliege Press.

fsacth, R, 8. {1990). Improving schools from within: Teachers, parents and preincipals can maka thie difference. San
Francisco: Jossey-Bass.

Backner, W. (1990). The why and how—commitment and leadarship. NASSP Bulletin, 74(529), 4-10

Beers, [v. E. (1984). Schoo! based management. Paper prasantad at the National Convention of the National
Association of Elementary Schoo! Principals, Naw Orieans, LA

Berman, P., & McLaughiin, M. (15'77). Federal programs supporting educational change (Vol. VIll): Impiementing
and sustaining innovations. Santa Monica, CA: Rand Corporation.

Blase, J. (1987). Dimensions of eilective school leadership: The teacher's perspective. Amernican Educational
Research Joumal, 24, 589-610.

Blase, J,, Dedrick C., & Strathe, M. {1986). Leadership behavior oi school principals in relation to teacher stress,
satistaction, and performance. Joumnal of Humanistic Education and Devsiopme..., 24, 159-169,

Boyer, E. L. (1983). High school: A raport on secondary education in America. New York: Harper & Row.

Brunswick High School. (1988). Do you remember when? Brunswick, GA: Author.

Cameogie Task Force on Teaching as a Frofession. (1986). A nation prepared. Teachers for the 21stcentury. New
York: Camegie Forum on Education and the Economy.

Chance, E.W,, 8 Grady, M. 1.. (1920). Craating and impleinenting a vision for the schoal. NASSP Butietin, 74(529),
12-18.

Cohen, M. (1991). Kay issi:es confronting state policymakers. In R. E. Elmwre (Ed.), Restructuring schools: The
axt generation of educatioral reform, (pp. 251-288). San Francisco: Jossey-Bass.

Coigger, J. A. (1969, February}. Leadership: The art of empowering others. Executive, pp. 17-24.

Corcoran, T. 8., & Wilson, B. .. {1991). Lessons from succassful schools: Secondary schools. in K. M. Kershner
& J. A. Connolly (Eds.), At-risk students and school restructuring (pp. 125-129). Philadelphia: Resecarch
ior Better Schools,

Diegmueller, K. {1991, June 12). in “second wave” of NEA rasearch, a handiul of schools apply lessons faarned.
Education Wesk, p. 6.

Dillon-Petarson, B, (1986). Trusting teache:s to know what's good for them. In X. Zumwak {F:d.), /mproving
teachinp. Alexandria, VA: ASCD.

Flam, S. (18631, Prot. ypes: An anthulogy of schoo! improvement ideas that wori. Bicomington: Phi Delta Kappa
Educationa! Foundation.

Elmore, R. E. (Ea.). (1930). Restructunng schools: The next gensration of educational reform. San Francisco:
Josssy-Bass.

Fattus, R., Shulman, i.., Cohan, £., & Putnam, R. (1988). Research on conperative srawll grotips. San Franzisco:
Stanford University, AF/Stanford Vis}ing Practitionar Projact.

Far West Laboratory for Educational Research asd Deveicpment. (1988). Cakfornis mer:tor teachers: Two years
of leaming. San Francisco: Author.

Fierida Chamber of Commerce. (1991). Restruciuning Flonda's schools: Strategies ¥ :siness involvement.
Taltahassee, FL: Author.

79

(qii



]

Florida Department of Education. (1968a). Hot topice: Teachers helping teachers. Tallahasses, FL: Author.

Florida Department of Education. (1988b). Restructuring eaucation: The Florida experience. Proosedings of the
Florida Conterence on School Restructuring. Tallahassee, FL: Author.

Florida Department of Education. (1580a). Hot fopics: Restruciuring education—What & means for principals.
Tallshassee, FL: Department of Education.

Florida Department of Education. (1988bj. Hot lopves: Tmﬁmmmdaclsbnnmmmmoﬂocm
schools. Tadahassee, FL. Author,

Ficrida Departmont of Education. (1991). A reportonthe 1991 msuwsmmmmmlmnummmm
pians. Takahaseee, FL: Audhor.

Florida Dupantrnent of Ecucition, 8 Panhandie Center of Exceldence in Mathematics, Science, Computers, and
Technology. (1960). Sharing success in Flonida: Mathamatics, sciance, and computer education.
Talishaseee, FL: Florida Department of Education.

Fcliman, J. M,, Vedros, R. G, & Curry, B. (1991). Mot Tepics: Comprahansive schoc! improvement. Tallahasses,
FL.: SouthEastern Regilonal Vision for Educaiion.

Fuliman, M. Q. (1962). The neiy meening of ed: \:ationai ctiainga. New York: Teachers College Press.

Futrell, M. H. (1988). Teachers a) reform: The oppa:tunity for schonks. Educational Administration Quarterly, 24,
374-380.

Gardner, H. (1991, Oclober 9). Makirg schoois more ke museums. Edcation Wock, p. 40.

Georgia Depertment of Education. (1981). innovation prograny summary. Atlanta: Author.

Glliner, E. (1980). Thirty-eight aducators ched for madership. News Rokvase. Atlanta. Georgla Department of
Educstion. -

Glirkn-aa, C. D. (1'990u). Open accourdabiity for tive JUs: Between the pitlars. Edvicationa’ Leadership, 47, 38-
42,

Giickman, C. D. (1990b). Reseamh and evaiustion skills. in aupervision of instruction. A developmental approach
(2nd od., pp. 253-258). Boston: Allyn and Bason.

Glynn County Schools. (1991). GMETS: Glyyn Mode! for Effective Teaching and Supervision. Brunswick, GA:
Autior

Gold, D. L. (1888, .June). Punncylvania Jstrict will test ‘zhared govermnaice.” Saucation Week.

Goodiad, J. . (19C4). A placa calied school. New York: McGracy-Hill.

Goodlad, v. |. (1991). Teachers for aur nation's icheols. San Francisco: Joscey-Bass.

Grow, G. O. (1981, Spring). Teachiry leamers 10 be sel-dimted. Ackw Education Quarterly, 4, 125-149.

Hall, G.E., Hord, S., & Griffin, T, (1980). #*miementation et the schoolbuilding levei: The development and analysis
otrimniri-mdutﬁus. Peperoracanted st Amarican Educational Resaaich Association annual meeting,
Bosion, MA.

Hansen, B. J. (1989). School imprevemont counclls: A gunde ¢ effectivensss. Columbila, SC: School Council
Auimru

Project.

Hancen, J. H., & Utin, E. (1891). Schoo! Restrxctuning: A proctitiorer's guide. Swampecolt, MA: Waterson.

Harp, L. (1991 Qctober 8). Academies awardeJ 37.6 milion to train educators. Education Week, p. 30.

Hart, A W. (1987). A careerladcur's effect on tear-her career and work attitudes. American Educational Research
Joumal, 24, 479-503.

Helkar, D. H. (1988). Winning ideas fro.nwinning ochools: Recognizing ¢ xcellence. Santa Barbara, CA: ABC-CLIO.

Henderson, W. A. (1968). The academic coach: Linvoln County High School. In D. H. Heller Winning ideas from
winning schools: Recogn'zi g excalencs (pp. 268-269). Santa Berhara, CA: ABC-CLIC.

Herman, J. J. (1989). Strategic pianner: One of the changing leadership roles of the principal. Ciearing House,
63, 56-58.

Highlights from the schocis. (1980, Oclobrort. Empowered School Disirict Project Newsletter, pp. 2-4.

ik, P. T., & Bonan, J. (1991). Decentrukizadcn arsi accountabily in public education (Report No. R-4066-MCF/
IET). Santa Monica, CA: RAND Corporation.

Huddieston, J., Claspeti, M., & Kitlion, J. (1961). Teacherempov:erment: Participative docision making cancapitalize
on teacher expertise. NASSP Bubeth, 75(534), 80-89.

Johnsor, D. W., & Johneon, R. T. (1986). Basic elements of cooperation: Teacher’s role. Our Link, 3(1).

Johnson, R. T., & Johnson, D. W. (1985). Student-atudent interaction: ignored but powerful. Journal of Teacher
Education, 36, 22-28.

Kadei, S. (1992). Hot topics: Problem-contered leeming. Tallahassee, FL: SouthEaster Regional Vision for
Education.

80
q0

ey 4



e

Kelsay, K. L. (1990, November). Teacher as researcher: Setting the stage for a new role. Paper prese:ed at the
snnual conference of the Florida Educational Research Association, Deerfield Beach, FL.

Kels.'y, K. L. (1991). Whenexperienceisthe bestteacher. The teacher as researcher. Actionin Teacher Education,
13, 14-21.

Kershner, K. M., & Connolly, J. A. (Eds.). (1991). At-risk students and school restructuring. Philadelphia: Research
for Better Schools.

Kochan, F. (1890, November). The teacher as researcher. The principal’s role. Paper presented at the annual
conference of the Florida Educational Research Association, Deerfield Beach, FL.

Koerner, T. (1991). Principals—What they can do to prepare for the 21st century. NASSP Bulletin, 75(534), 49-
66.

Kouzes, J. M., & Posner, B. Z. (1988). The leadership chaklenge: How to get extraordinary things done in
organizations. San Francisco: Jossey-Bass.

Levin, H. M. (1991). Buikding school capacty for effective teacher empowerment. Applications to elementary
schools with at-risk students. New Brunswick, NJ: Consortium for Policy Research in Education.

Lewis, A. (1989). Restructuring American schools. Arlington, VA: American Association of School Administrators.

Lieberman, A. (Ed.). (1986a). Buikling a professional culture in schools. New York: Teachers College Press.

Lieberman, A. (Ed.). (1988b). Rethinking schoolimprovement: Research, craft, and concept. New York: Teachers
College Press.

Lieberman, A. (1988, May). Teachers and principals: Turf, tension, and new tasks. Phi Deka Kappan, pp. 648-
653.

Lieberman, A., & Miller, L. (1930, Juns). Restructuring schools: What matters and what works. Phi Delta Kappan,
pp. 759-763.

Maeroff, G. I. (1989, February). The principles of teacher empowemment. Fhi Delta Kappan, pp. 427-477.

Maeroff, G. I. (1991). Voices fron. the classroom: Exceptional teachers speak. Washington, DC: National
Foundation for the Improvement of Education.

Marburger, C. L. (1985). One school at atime: School-based management, & process forchange. Columbia, MD:
National Committee for Citizens in Education.

Marburger, C. L. (Ed.). (1985). School-based management councils. In One school at a time: School-based
management, a process for change. Columbia, MD: National Committee for Citizens in Education.

Maryland LEAD Center. (1988). Ten skill areas for school principals. Baltimore, MD: Author.

McPike, L. (1987, Spring). Shared decision making at the school site: Moving toward a professional model.
American Educator, 46, 10-17.

Mississippi Band of Choctaw Indians. (1981). Chahta hapia hoke—We are Choctaw. Philadelphia, MS: Author.

Mojkowski, C. (1991). Developing leaders for restructuning schools: New habis of mind and heart. Washington,
DC: U. S. Department of Education.

Mortimore, P., Sammons, P., Stoll, L., Lewis, D., & Ecob, R. (1988). Schoolmatters: The junior years. Sommerset,
UK: Open Books.

Mullis, InaV.S., Dossey, J. A., Owen, E.H., & Phillips, G.W. (1991). The stateof mathematics achievement: NAEP's
1990 assessment of the nation and the trial assessment of the states. Washington, D.C.: Department of
Education.

Murphy, C. (1991). The development of a training cadre. Journal of Staff Development, 12(3), 21-24.

National Atliance of Business. (1991). The business roundtable participation guide: A primer for business on
education. New York: Author.

National Ditfusion Network. (1991). Educational programs that work: A collection of proven exemplary educational
programs and practices (17th ed.). Longmont, CO: Sopris West.

National Govemnors' Association. (1987). Results in education. Washington, DC: Author.

National Govemors' Association. (1990). Results in education: State actions to restructure schools. Washington,
DC: Author.

National Governors' Associat’...\. (1991). Challenges for schoolleaders: Time for results. Washington, DC: Author.

Newman, F. M. (1991, February). Linking restructuring to authentic student achievement. Phi Deka Kappan, pp.
458-463.

Norman, J. M. (Ed.). (1988). Focus on school improvement: School improvement councils working for effective
schools. Columbia, SC: School Council Assistance Project.

Oberg, A. A., & McCutcheon, G. (1990). Teacher as researcher. Theory Into Practice, 29(3).

Office of Educational Research and improvement. (1980, March). The principal’s role in shaping school culture.
Research in brief, pp. 2-3.

81

9]



Olson, L. (1987, December). The sky’s the imit: Dade ventures sell-govemance. Education Week, p. 13.

Olson, L. (1968, May). in Santa Fe experiment, teachers find and select their principal. Educetion Week, p. 8.

Palaich, R., & Flannelly, E. (1984). incentives: mmmmmmmmmmmmm TQ84-3).
Derwer: Education Commission of the States.

Peters, T., & Austin, N. (1985). A passion for exceflence: The leadership difference. New York: Random House.

Poters, T., & R. H. Waterman, Jr. (1982). in search of excedence: Lessons from America’s best-run companies.
NowYock: Wamer Books.

Potomnwg.’ﬁﬂt June 12). How school-based management is faring in Miami [Letter to the Editor]. Education

p. 28.

Pok County Schools. (1891). Poix County achools: Designing a school system for the 1990's and beyond.
Columbus, NC: Author.

Powell, A. (1981, Fal). Choctaw people—A cherished history, a commitment to lifelong leaming. HiglvScope
Resource, 1-4.

PS| League of Professional Schools. (1991, August). /n-S¥es, pp. 8-15.

Raywid, M. W. (1888). Rethinking school govemance. In R. E. Eimore (Ed.), Restructuring schools: The next
generation of educational reform (pp. 252-205). San Francisco: Jossey-Bass.

Rothman, R. (1891, OctoberS). Pursuing a vision linking study of learning and education practice. Education Weex,
p. 4-5.

Routh, D. K. (1988). The case for restructuring. Florida ASCD Journal, 6, 14-17.

Sambe, C. E., & Schenkat, R. (1990). One district leams about restructuring. Educational Leadership, 47, pp. 72-
75.

Schein, E. H. (1991). Orpanizational culture and leadership: A dynamic view. San Francisco: Jossey-Bass.

Schiechty, P. C. (1880). Schools for the 21st century: Leadership imperatives for educational reform. San
Francisco: Jossey-Bass.

Schon, D. A. (1983). The refiective practitioner: How professionals think in action. New York: Basic Books, Inc.

Schon, D. A. (1987). Educating the refiective practitioner: Toward a new dasign for teaching and leaming in the
professions. San Francisco: Jossey-Bass.

School Council Assistance Project. (1986) *Tios” from the school improvement council trairing conference.
Columbia, SC: Author.

Short, P. M., Greer, J. R., & Michael, R. (1991). Restructuring schools through empowenment: Faciitating the
process. Joumulof School Leadership, 1, 127-139.

Schrader,L.B., Foster, G. R.,& Kochan, F. K. (1988). Apreliminary investigation of the teacher as researcher-nker
(TRL) program in Lake County, FL. Paper presented at the annual conference of the Florida Educational
Research Association. _

Smith, W. F., & Andrews, R. L. (1989). /nstructional Leadership: How principals make a difference. Alexandria,
VA: Association for Supervision and Curriculum Development.

South Carolina Department of Education. (1991). Program summary directory. Columbia, SC: Author.

Sykes, G. (1991). Fostering teacher professionalism inschools. In R. E. Eimore (Ed.), Restructuring schools: The
next generation of educational reform (pp. 59-96). San Francisco: Jossey-Bass.

Teacher quest supports Florida teachers. (1991, July 15). Monday Repon, p. 1.

Teddiie, C., Kby, P. C., & Stringfield, S. (1989). Effective versus ineffective schoo's: Obsarvable differences in
the classroom. American Journal of Education, 97, 221-238.

Tewel, K. J. (1989). Restructuring urban high schools: Early lessons from the schools. Clearing Houss, 63, 73-
78.

Tinzmann, M. B., Jones, B. F., Fennimore, T. F., Bakker, J., Fine, C., & Pierce, J. (1990). The collaborative
classroom: Reconnecting teachers and learmers. in Restructuring to promote leaming in America’s
schools. Eimhurst, IL: North Central Regional Educational

Tucker, M., & Mandel, D. (1986, September). The Camegie report: A call for nedesignino the schools. Phi Delta
Kappan. pp. 21-24.

Urbanski, A. (1887, October 28). Restructuring the teaching proiession. Education Week, p. 32.

Wilson, B. L., & Corcoran, T. B. (1991). Lessons from successful schools: Elementary schools. inK. M. Kershner
& J. A. Connolly (Eds.), At-risk sturlents and school restructuring (pp. 119-123). Philadelphia: Research
for Better Schools.

Wilson, B.L., & Corcoran, T. B. (1987). Places where children succeed. Philadelphia: Researchfor Better Schools.

82

(oo
O



Academic Coach, 20

Academies, 21, 63

Academy for the Teaching Arts, 21
Audio-visual training, 60

Authentic achievement, 3-4
Awards, 50

Business and Industry Liason Program, 62
Business-education partnerships, 61-62, 67

Career ladder, 14

Center for the Advancement of Teaching
and School Leadership, 57, 78

Ceremonies, 51

Collaboration, 4, 7, 24, 39

fostered by principal, 39

student, 4,7

teacher, 39

university-teacher, 24

Committee of 100, 66

Communication, 35, 43, 69

Community involvement, 6, 66-67

Competence of leaders, 42
Cultural change, 36-37
leadership and, 36-3/

Curricuium development, 20

Declision making, 13-16, 41, 65-73 (see aiso shared
decision making and leadership)
benefits, 13-14
roles and responsibilities, 15, 65-66
site-based, 5
shared, 15, 65-73
skills, 15
support, 41
District, 66
"Dreaming the Dream,” 34
Dynamite kdeas 4, 6, 9, 14, 15, 18, 19, 20, 21, 24, 25,
39, 40, 46, 48, 51, 57, 58, 59, 60, 61, 63, 66, 69, 70, 73,
Alabama LEAD Academy, 39
Alachua County Schools, Florida 19
Beck Middle School, South Carolina, 6
Benjamin E. Mays Academy, Georgia, 4, 61
Brunswick High School, Georgia. 6
Cary Woods Elementary School, Alabama, 70, 73
Cedar Shoals High School, Georgia, 73
Center for School Leadership, South Carolina, 57
Charlotte Latin School, North Carolina, 61
Choctaw Dept. of Education, Mississippi, 60
Collaboratives for Humanities and Arts Teaching, 40
Crawforc County, Georgia, 48
Dade County Schools, Florida, 15, 21
Empowerment School District Project, Alabama, 73
Enota Elementary School, Georgia, 73
Florida State University, 25
Georgia Dept. of Education, 63

Glynn County Schools, Georgia, 59

Lake County Schools, Florida, 24

Leader 1 2 3, South Carolina Dept. of Education, 46

League of Professional Schools, Georgia, 73

Lee County Elementary Schonol, Georgia, 73

Lincoln County High School, Georgia, 20

Manning High School, South Carolina, 66

Marietta City Schools, Georgia, 9

Middie Georgia RESA, 59

Myers Park High School, North Carolina, 51

O. P. Earle Elementary School, South Carolina, 70

Pasco County Schools, Florida, 18

Pearl High School, Mississippi, 34

Pearl Public School District, Mississippi, 67

Polk County Schools, North Carolina, 35

Public School Forum, North Carolina, 14

North Carolina Dept. of Public Instruction, 58

Richmond County Schools, Georgia, 18

S. S. Murphy High School, Alabama, 61

Saluda County Schools, South Carolina, 61

South Carolina Dept. of Education, 20, 39, §9, 62, 67

South Pointe Elementary School, Florida, 11-12

Southern Regional Educational Board Leadership
Academy, North Carolina, 63

Sumter County Schools, Flordia, 16

Tenth Street Elementary Elementary School, Alabama, 70

Tupelo Public Schools, Mississippi, 59

Ware County, Georgia, 48

Winston-Salem Schools, North Carolina, 16

Effective Schools Training Program, 59

Empowerment School District Project, 73

Encouraging professionalism, 49

Excellent Schools, Pride in Relationahips, Innovative
Teachings Project, 59

Executive Partnership Program, 62

Facilitated learning, 4-12
Facilitators, 60, 61
Foundation for Professional Development, 59

Georgia Leadership Academy, 63
Glynn Mode: or Effective Teaching and Supervision, 59
Goals, 22, 34-35, 68
Group/groups, 8-12, 58, 69
skills, 58, 69
student, 8-12
GTE Education Initiative, 62

Hands-On Math, 9

High/Scope Early Childhood Education Project, 60
Honesty, 42

Honors, 50-51

Individualized instruction, 6
Inspiration, 43
Instructional leadership, 45-46

943

’i\f“kﬁ



Lead teacher, 14, 17

Leadersisadership, 42
academies, 63
characteristics of effeciive, 42-43, 68-73
management and, 38-39
shared, 15, 68, 68-°"

League of Professional S¢ -«c's '3

Managerial skills, 38

Mastery in Leaming, 16, 40

Mentor, 17-21

Mode! of Teacher-Conducted Research
Models of Teaching Program, 18
Morale, 47, 49-50

Parent Council, 67

Parent involvement, 12, 66-67

Peer, 7-8, 19

coaching, 19

response Groups, 8

tutoring, 7-8

Pep Wellness Program, 48

Pocket Communities, 6

Principal, 33-51, 56-73
as enabler, 38-41
as instructional leader, 45-46
as leader of cultural change, 36-37
as motivator, 47-51
as role model, 42-¢6
as visionary, 33-37
communication of priorities, 43-44
managerial skills, 38
New Principals’ Academy, 63
New Principals’ Program, 39
shared leadership and, 56-73
training, 39, 63

Principal Apprenticeship Program, 39

Problem-centered learning, 9

Problem-Solving Teams, 70

Professionalism, 13-14, 49

Project Smile, 48

Reader response groups, 8

Recognition, 49-51, 72

Regional Teacher Education Centers, 58
Release time, 40, 44, 64

Research, 6, 22-24

benefits, 24

Do You Remember When?, 6

goals, 22

Modgel for Teacher-Conducted Research, 23
resources

student-conducted, 6
teacher-conducted, 22-24

ittt X

access to, 64
student, 4
teacher-researcher, 25
technology, 4, 64, 74-78
School/schools
award-winning, 49, 50, 51, 61
culture, 36
mission, 34, 68
School Improvement Councils, 67

Site-based/school-based management, 15, 66, 73
Shared decision making/leadership, 15, 656, |

guidelines, 68-73
Smail Groups, 8-9

Southern Regional Educational Board Leadarship

Academy, 63

Staff Development, 17-18, 57-63, 69
approaches, 60-63
teacher-conducted, 17, 61

Staged Self-Directed Learning Model, 5

Strategias for Facilitating Group Activities, 10

Student/students, 3-12, 66
authentic achievement, 3-4
decision making, 66

facilitated leaming, 3-12
Student-conducted research, 6

Teacherteachers, 3-12, 18-21, 24, 39, 40, 41,57-73

as decision maker, 13-16, 68-73
as facilitator of learning, 3-12
as guide, 5
as mentor, 18-21
as motivator, 5
collaboration, 24, 39, 40
exchanges, 60
ledd, 14, 17
support, 41, 68
Teacher as Researcher-Linker Program, 24
Teacher Appreciation Week, 51
Teacher Assessment System, 18
Teacher Assistance Program, 19
Teacher-conducted research, 22-24
Teacher Retreats, 40
Team building, 40
Tesseract Program, 11-12
Time, 4, 40, 44, 64
Trust, 41, 42, 44-45, 68, 69
12-Schools Project, 20

University collaborations, 25, 69

Values, 43-44

Resources, 4, 26-29, 26-29, 52-53, 84, 69, 74-78,

94



